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Abstract
By comparing the academic success and internal processes of immigrant groups, this study
aimed to explore the impact of immigration status (first, second, and third-generation) and
cultural backgrounds on academic achievement on a holistic level. By measuring acculturation,
parental expectations, self-efficacy, goal adjustment, motivation, control beliefs, and vocabulary
knowledge of university students, the combination of constructs best correlated to academic
achievement was studied with determinants of demographics playing a key role. In addition to
quantitative analyses, in-depth interviews supplemented the analyses and further gave insight to
the backgrounds of the target population, second-generation immigrant students. The results
indicated that there were no significant differences between immigrant groups although it was
shown than third-generation immigrants achieve slightly higher academically than first and
second-generation immigrant students. Second-generation immigrants demonstrated higher
levels of acculturation and parental expectations than first-generation immigrants, but lower
levels than third-generation immigrants. Bicultural identity and retaining some cultural norms
through selective acculturation were prevalent factors amongst second-generation immigrants
with emerging themes that represented the constructs measured and were consistent with the
results of the quantitative analyses. It was found that each immigrant group performed uniquely
in constructs that affect academic achievement.
Keywords: Immigration, university, education, cognitions, identity, Canada.
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Bicultural Identity and Academic Achievement: The Second-Generation Immigrant
Student Experience
Immigration is the movement of people across countries. In 2018 and 2019, migration
was the highest worldwide since the second World War as individuals and families settle in
locations that show promise of political, social, and economic prosperity1. Canada is a global
leader in immigration, as immigrants represent 1 in 5 people in the country with rates steadily
rising. Just over three hundred thousand immigrants were granted permanent residency in
Canada in the year 2019, marking the highest influx of immigrants into the country since 1913
(Immigration, Refugees, and Citizenship Canada, 2020). Canada maintains these high
immigration rates because immigration is perceived by immigrants as enhancing economic
prosperity and educational gain through welcoming policies, accommodating social services, and
providing quality school infrastructure (Immigration, Refugees, and Citizenship Canada, 2020).
As first-generation immigrants to Canada settle in their new country of residence, they
often start a family and have children who are identified as “second-generation immigrants.”
These individuals are born in Canada but have at least one parent born outside of the country
(Statistics Canada, 2018). As the number of first-generation immigrants is on the rise, comprising
of about 22% of the total Canadian population, the number of second-generation immigrants in
Canada also continues to increase; this demographic accounts for 17.7% of the total population
(Statistics Canada, 2017). In Ontario specifically, second-generation immigrants comprise
approximately 22% of the current population (Statistics Canada, 2018). Third-generation
immigrants in Canada comprise the largest demographic of Canadians, making up approximately

1

These trends are based on numbers prior to the COVID-19 pandemic.
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60% of the population, and are defined as those who have both parents and sometimes
grandparents born in Canada. The changing demographics reflects positive Canadian
sociocultural practices, but also leads to questions regarding group similarities or differences.
The present study aims to investigate and understand the experiences and cognitions of secondgeneration immigrants who are students in post-secondary education in Canada in comparison to
first and third-generation immigrants.
Given the extent of Canada’s demographic diversity, the challenges that some secondgeneration immigrants may experience navigating integration into Canadian society may be as
foreign to them as it is to their family. Canadian immigration policy requires that immigrant
families come well equipped with high levels of skill and educational attainment (Government of
Canada, 2020). Canada requires that new immigrants score within a certain ranking of points
based on education, wealth, and personal factors that would allow them immigration eligibility.
These factors provide a basis for filtering in those who would best benefit Canadian society. Due
to these standards, almost twice as many immigrants hold graduate degrees compared to the
graduate educated Canadian-born population, although unfortunately, their licensures and
experiences do not always hold equivalency to Canadian standards. This lack of recognition of
educational levels from their home country creates difficulties transitioning and integrating into
the same jobs and sectors they had in their country of origin (Government of Canada, 2020; Fong
& Jiao, 2013; Frank, 2013; Guerrero & Rothstein, 2012; Statistics Canada, 2017). Despite this,
they set an example for their offspring and hold expectations for educational attainment that may
influence their children’s endeavors.
Research reveals that second-generation immigrants tend to fare better than their firstgeneration and third-generation immigrant peers in educational attainment (Statistics Canada,
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2018; Statistics Canada, 2017). They tend to attain higher GPAs, and account for 40% of postsecondary school graduates as compared to the 24% accounted for by children of Canadian-born
parents, who include “third-generation immigrants” (Hou & Bonikowska, 2016; Statistics
Canada, 2018). With the unique circumstances presented by second-generation immigrants, it is
important to understand the factors that may contribute to or hinder their academic achievement.
Immigrant groups differ from one another in many ways, one of which is regarding their
reporting of ethnocultural origins, which may inform their ethnic ties, values, and attitudes. Firstgeneration immigrants tend to report single ethnic origins, while second-generation immigrants
more often report multiple ethnic origins. Additionally, third-generation immigrants cite the
greatest number of ethnic origins, typically of English or Canadian heritage in addition to others
(Statistics Canada, 2013). These reports indicate that different cultural influences may be
prevalent in the practices of different cohorts of immigration groups. Second-generation
immigrants uniquely tend to report their culture as being both Canadian as well as their
ethnocultural origin. Specific cultural values may be indicators of the behaviours and attitudes
exhibited by members of a specific community. For example, cultures rooted in attaining fiscal
and social prestige identify success in education as a requirement to achieve the desired social
and financial standing (Picot & Hou, 2011; Tao & Hong, 2013). Research on Canadian
educational attainment indicates that second-generation immigrants from China, India, Africa,
other parts of Asia, and the Middle East have the highest percentage of university graduates
(Abada, Hou, & Ram, 2008; Kucera, 2008). In part, this may be attributable to views on
education, as Eastern cultural values emphasize the importance of success in schooling
(Costigan, Hua, & Su, 2010). When these cultural values are brought to Canadian societies, they
may be difficult to maintain or pass along to future generations.
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Cultures tend to be characterized based on a continuum of varying degrees of
interdependence or independence among groups and individuals (as cited in Klassen, 2004).
Collectivist cultures tend to view a collaborative society as a more functional one, with emphasis
on community or familial duty, collective identity, and group solidarity. In contrast,
individualistic cultures focus on individual initiative and consciousness, as well as independence
(Klassen, 2004). Canada is commonly categorized as an individualistic society (Rothwell, 2016).
An intergenerational acculturation gap may occur as a result of becoming immersed in a new
society with alternative values. For example, immigrants to Canada from collectivistic cultures
common in South Asian and East Asian might be compelled to reconcile with the values they
wish to maintain from their culture of origin, and the values they wish to adopt from their new
culture (Renzaho, Dhingra, & Georgeou, 2017; Renzaho, McCabe, & Sainsbury, 2011).
The emergence of a “dichotomous” identity occurs when second-generation immigrants
learn to balance multiple attitudes towards areas of emphasis in their lives, thus, creating a
complex and distinctive bicultural second-generation immigrant student experience. As secondgeneration immigrants have the unique opportunity to choose which of their cultures’ values they
recognize as beneficial, they have the advantage of the “best of both worlds.” Positive attributes
of their culture of origin tend to carry over in educational settings, providing the differences in
academic success found across groups (Valdivia, Schneider, & Carrasco, 2016). Understanding
Canadian infrastructures and being more fluent in English than first-generation immigrants
prepare them to navigate Canadian society (Myers, Riveros, & Duggal, 2020; Valdivia,
Schneider, & Carrasco, 2016). Although second-generation immigrants have the ability to choose
their values, often, there are disparities between some of the newly adopted values from
Canadian culture and the ones found in their culture of origin. Being immersed in the Canadian
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society leaves some immigrant youth feeling that their culture of origin and Canadian culture are
incompatible.2
Potential conflicts between Canadian culture and the culture of origin can create constant
comparisons between the two cultures (Grant, 2007) because immigrant families may differ in
terms of family solidarity, expectations for success, and familial obligations. Clashes across
cultures may create friction between parents and offspring regarding common concerns such as
youth freedom of choice, parents’ insistence on preserving cultural values, and changes in postmigration gender roles (Merz, Oort, Ozeke-Kocaba, & Schuengel, 2009; Renzaho, Dhingra, &
Georgeou, 2017; Renzaho, McCabe, & Sainsbury, 2011). Youth may become vulnerable to the
dilution of their culture and values as they grow up in Canadian society, and for some, this may
mean adopting more individualistic values (Merz, Oort, Ozeke-Kocaba, & Schuengel, 2009).
Second-generation immigrants represent critical prospects for a family of immigrants. They
serve as the fruits of parental labour and sacrifice, they are the face of the summation of child
rearing, they reflect the family’s customary values, and are the ones who are primed to fulfill
familial goals of economic mobility and social prestige to foster a prosperous future (Ajrouch,
2000; Sabatier & Berry, 2008). To investigate these complexities further, the present study aims
to measure cognitive variables that may affect academic achievement and determine if different
constructs show different relations for the three immigrant groups: first-generation, secondgeneration, and third-generation immigrants.

2

Although discrimination can be a barrier for newcomers to Canada, this study is about cultural and
cognitive factors that affect academic achievement, and no measures of discrimination were administered.
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Literature Review
Cognitions, values, and behaviours of individuals are greatly impacted by environmental
influences, as theorized in the ecological systems theory (Bronfenbrenner & Morris, 1998). In
accordance with this model, the developmental influences of an individual are affected by the
broader environment of cultural ideologies known as the macrosystem, including cultural norms
and laws. The exosystem, financial difficulties within a family of origin or parental experiences
at work that affect the home environment play a role in the development of an individual. The
mesosystem is concerned with interconnections between social spheres, such as with parents and
teachers or peers. Finally, the microsystem is the most immediate source of influence, including
an individual’s family, school, religious institutions, and peers (Bronfenbrenner & Morris, 1998).
Using this model as a reference, constructs impacting a student’s development and behaviours
can be measured using variables that contribute to academic achievement. By using a top-down
approach and adhering to relevant literature, the constructs of acculturation, parental
expectations, self-efficacy, goal adjustment, motivation, control beliefs, and language were
selected based on interpersonal and intrapersonal variables. Relevant research was used to guide
the present study to examine variables related to academic achievement in the three cohorts of
immigrant groups, specifically first-generation, second-generation, and third-generation
immigrants.
Differences in immigration status may be related to educational outcomes (Childs,
Finnie, & Mueller, 2014). In Canada, second-generation immigrants tend to achieve higher
academic outcomes, such as completing university, than students with parents born in the same
country (third-generation immigrants) (Abada, Hou, & Ram, 2008; Childs, Finnie, & Mueller,
2014; Kucera, 2008; Picot & Hou, 2011). Abada, Hou, and Ram (2008) and Kucera (2008) found
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that this higher rate of educational achievement is related to the education levels attained by the
parents of the students. Immigration is then shown to be beneficial for Canada, as immigrants
contribute high levels of skill due to educational attainment. For example, almost twice as many
immigrants hold graduate degrees compared to the Canadian-born and educated population
(Statistics Canada, 2017). A large number of youth and young adults attaining higher levels of
education than their parents are observed among the first and second-generation immigrant
population. Variables of family structure, family income, and education levels were determinants
of educational attainment among second-generation immigrant students (Abada, Hou, & Ram,
2008; Kucera, 2008).
Kucera (2008) found contradictory patterns to Abada, Hou, and Ram’s (2008) study by
controlling for individual differences, which indicated that parental education had no effect on
the university attainment of first-generation immigrants; this result may also be extended to
apply to second-generation immigrants. Childs, Finnie, and Mueller (2015) added that although
parental education may have some impact, second-generation immigrants who did not have
parents with high levels of education or income still attended university in higher numbers
despite the disadvantages they faced (Childs et al., 2015; Heath, Rothon, & Kilpi, 2008).
Disadvantages such as lack of parental understanding of processes for applying to Canadian
schools and of low scores on standardized testing among the second-generation immigrant
population were overcome by higher aspirations and consistent optimism from parents, who
encouraged children to overcome their struggles and still attend post-secondary schooling
(Childs et al., 2015; Raleigh & Kao, 2010). Data show high enrollment and attendance rates for
second-generation immigrants in post-secondary school regardless of parental education (Childs,
Finnie, & Mueller, 2015). This trend may affirm how second-generation immigrants find
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achievement despite a lack of opportunities for their parents. Second-generation immigrants can
attribute their successes to multiple factors including their own attitudes and behaviours which
are supported by cultural influences from their home culture and the culture of the new country.
Acculturation
As individuals experience prolonged interaction with another culture, gradual cultural
and psychological adaptations occur, contributing to the complex process of acculturation
(Cheng & Fox, 2008; Fung, 2015). Enculturation measures the extent that individuals maintain
an identity with their heritage culture involving intellectual, personal, cultural, and social life,
while acculturation measures how much they wish to integrate with the greater society in which
they currently live (Cheng & Fox, 2008; Fung, 2015). Length of residence in a country is shown
to strengthen assimilation to the new culture while weakening identification with the culture of
origin, as seen when comparing second-generation immigrants and newcomers to the same
country (Ward, 2004). As first and second-generation immigrant students typically have diverse
cultures of origin, they must learn how to engage and fit into both of their cultures and adapt to
the customs of both cultures, often establishing an “in-between” bicultural identity (Berry, 2005;
2015; Lanphier & Abu-Laban, 1982). The process of acculturation imparts experiences of
negotiation, adaptation, mediation, assimilation, and potential conflict interpersonally and intrapersonally to varying degrees (Berry, 2005; Lanphier & Abu-Laban, 1982). Acculturation
includes individual and group processes of adaptation to cultures. Youth and their families
experience variations in the rates and extents to which they acculturate, which may lead to
potential for conflict that may be difficult to reconcile given the goals of parents and students
(Berry, 2005). In order to reconcile internal or external conflicts, the necessary supports are
essential for life satisfaction and success within Canada, as well as being able to have strong ties
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to one’s heritage culture while maintaining integration to the mainstream society (Berry & Hou,
2016; Berry, Phinney, Sam, & Vedder, 2006; Sam & Oppedal, 2003).
Multiculturalism is normalized and widely welcomed by Canadian social policies
(Sabatier & Berry, 2008), with these policies significantly affecting the outcomes of
acculturation. In regard to academics, higher levels of education are linked to stronger
identification with the culture of the country of residence (Ward, 2004). The question remains
about how acculturation may affect school performance. Research finds that stress due to
acculturation does not have an effect on academic performance, although the effects of
acculturation as one develops may provide different results (Karilian-Konyalian, 2008).
However, contrasting studies conducted in Canada suggest that having a more Canadian
orientation, or being more acculturated, is more beneficial for schooling (Paterson & HakimLarson, 2012). Acculturation occurring via adaptations of ethnic identity, ethnic interactions, and
language use are all impacted by social climate, policies, accessibility to resources, and are a
determinant of how acculturated one has become (Berry, Phinney, Sam, & Vedder, 2006; Cheng
& Fox, 2008). Due to the lack of investigation into acculturation’s effect on academic
achievement and the contradictory findings that exist, the present study will contribute additional
research to be able to create a basis for acculturated experiences in the focus of educational
success for students in post-secondary institutions.
Parental Expectations
In the lives of students, parents play an integral role on many fronts, including
influencing post-secondary school attendance, grades, perseverance, and goal setting (Bronstein,
Ginsburg & Herrera, 2005). In most cases, parents provide direction, guidance, and act as role
models for their offspring. Parental aspirations are important predictors of academic achievement
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as they have been positively related to a child’s educational attainment. The aspirations parents
hold help to communicate the expectations and standards for their children to follow (Spera,
Wentzel, Matto, 2008). It is important to recognize that parental expectations for their children’s
education depict realistic prospects for children reflective of the child’s education and abilities
(Dimitrova, Ferrer-Wreder, & Ahlen, 2018; Yamamoto & Holloway, 2010). This trend of higher
expectations resulting in higher achievement also links to other constructs including goal
adjustment and motivation (Peng & Wright, 1994; Yamamoto & Holloway, 2010). Yamamoto
and Holloway (2010) identify connections between these processes across racial and ethnic
groups. Additionally, there is further evidence indicating achievement varies across immigration
statuses (Pivivarova & Powers, 2019; Somerville & Robinson, 2016). Somerville and Robinson
(2016) note the intergenerational influences first and second-generation immigrant parents instill
on their children due to their expectations, with children tending to adopt similar values of
educational attainment, academic achievement, and motivation as their parents.
“Family mobilization theory” highlights the influences parents convey to their children.
This theory proposes that parents tend to immigrate to locations with more opportunities, driven
by the expectations of success in their children (Childs et al., 2015; Heath, Rothon, & Kilpi,
2008). A common acknowledgement among immigrant parents is that they “uprooted”
themselves for their children, demonstrating a sense of sacrifice by parents for their children’s
futures (Childs et al., 2015; Heath et al., 2008; Somerville & Robinson, 2016). Immigrant parents
commonly retain the values of their cultural backgrounds, dwelling on the beliefs that academic
achievement will lead to future financial stability, success, and social status. Parents tend to
believe that children will be guaranteed the most success if the child is studying or employed in a
field deemed by them to be more “prestigious,” such as in medicine, science, or mathematics

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

11

(Picot & Hou, 2011; Somerville & Robinson, 2016). This ideology may take precedence in the
educational and career choices that offspring make. Pursuing education in these desired fields
will enhance the personal prestige of youth as well as reinforcing the values of education,
motivation, academic success, and goals learned from their parents (Picot & Hou, 2011,
Somerville & Robinson, 2016). By considering these constructs as important facets of academic
achievement, the present study aims to explore the effects parental expectations have on students
of different immigrant groups with different cultural influences.
Self-Efficacy
The construct of self-efficacy describes one’s confidence or belief in their expression of
behaviours that will lead to a desired outcome (Bandura, 1977). This definition is expanded upon
in modern research in different domains, as academic self-efficacy refers to students believing
that their capabilities and behaviours will lead to desired academic success (Schunk, 1991). Selfefficacy is evident in learning processes, as it is shown to have a direct positive relationship with
success in academic performance, especially amongst post-secondary students (Lee, Lee, &
Bong, 2014; Multon, Brown, & Lent, 1991, Zimmerman, 2000). This construct can influence a
student’s effort on educational tasks by mediating learning processes, increasing persistence, and
enhancing confidence in one’s academic abilities (Solberg, O’Brien, Villareal, Kennel, & Davis,
1993; Zimmerman, 2000). Although self-efficacy has been identified as one of the strongest
predictors of academic success (Hattie, as cited in Arnold, 2011), differences in one’s perceived
self-efficacy are apparent as a function of immigration statuses (Solberg et al., 1993). Studies
have shown that academic self-efficacy is moderately heightened in second-generation
immigrant students as opposed to first-generation immigrant students (Majer, 2009; Vuong,
Brown-Welty, & Tracz, 2010; Wang, & Castañeda-Sound, 2008). Generational immigration
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status also interacts with race and ethnicity to further influence academic self-efficacy (Bondy,
Peguero, & Johnson, 2017). However, links between self-efficacy and language skills in
immigrants were not included in these studies. Interestingly, studies indicate that a correlation is
present, with increased assimilation and acculturation into Canadian society, an immigrant
youth’s academic self-efficacy will increase (Bondy et al., 2017).
Despite some evidence, many contradictions remain regarding levels of self-efficacy
amongst individuals of different ethnicities or backgrounds. Collectivist ideologies and optimism
serve as prevalent determinants of lower self-efficacy scores among youth from collectivist
cultures compared to third-generation immigrant students integrated into individualistic cultures
(Bondy, Peguero, & Johnson, 2017; Kao, 1999; Klassen, 2004). Collectivistic ideals are thought
to be related to lower levels of self-efficacy. However, lower reported self-esteem does not
interfere with levels of achievement in this group (Bondy et al., 2017; Jaret & Reitzes, 2009;
Klassen, 2004). The collectivistic views claim to be “realistic” as opposed to optimistic (Klassen,
2004), which interestingly contrasts with the heightened optimism usually shown by immigrant
parents in their children’s prospects (Kao & Tienda, 1994; Raleigh & Kao, 2010). Given the
contrasting theories and results, self-efficacy amongst people of different immigration statuses
and cultural backgrounds remains a domain that lacks comprehensive research and should be
more thoroughly explored. The relations of these variables will be investigated in the current
study.
Goal Adjustment
As people create goals to pursue for themselves, goal adjustment theory helps explain
how one may adapt in the event of not being able to achieve the goal they have set by using
strategies of adjustment (Mens, Scheier, & Wrosch, 2015; Wrosch, Scheier, Miller, Schulz, &
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Carver, 2003). Goal adjustment includes relinquishing an unattainable goal and committing to a
new goal, which drives an individual to disconnect from what is unachievable and focus on what
may be more realistically attainable. In expending effort to another endeavor, one uses the
strategy of reengagement to identify, commit, and put effort towards an alternative goal that is
more achievable (Mens et al., 2015). Although the applicability of goal adjustment for academic
goals is still not thoroughly researched, assumptions can be made about how the capacity for
goal engagement or reengagement may be applied to students’ performance in higher education.
Direct feedback provided by schools can give rise to perceived goal unattainability, affecting
student’s future goals and aspects of self. Evidence suggests that disengagement from an
unattainable goal may have positive effects on one’s self-mastery but must be combined with
reengagement with another goal to have a positive effect on wellbeing (Boudrenghien, Frenay, &
Bourgeois, 2012; Wrosch, Scheier, Carver, & Schulz, 2003). It is important to reallocate limited
resources such as time and effort to goals that are more attainable, as students must use strategic
goal setting, or goal reengagement to aid in the pursuit and completion of their future goals, as
well as their wellbeing (Boudrenghie et al., 2012; Ntoumanis & Sedikides, 2018).
One may relinquish their goals as per their attitudes and perspectives about what the goal
may mean to them and what it may bring them, for example, life satisfaction and social
attributions (Wrosch, Scheier, Carver, & Schulz, 2003). Many immigrants that move to Canada
are highly skilled and have high levels of education (Statistics Canada, 2017), although some
foreign degrees and licensures do not have equivalency to Canadian education standards
(Government of Canada, 2020). Skilled immigrants tend to experience under-employment, which
include job mismatch or obtaining high status occupations at slow rates, earning below their
potential or having jobs that are not utilizing their skills to their fullest abilities (Fong & Jiao,
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2013; Frank, 2013; Guerrero & Rothsetein, 2012). In addition to the difficulties in economic
integration, immigrants feel frustration and disappointment, or “goal striving stress” when their
initial aspirations are not met as they have to shift their perspectives of goal attainment in their
job sectors (Fong & Jiao, 2013; Frank & Hou, 2016). Considering principles of the goal
adjustment theory, immigrants could reallocate their focus of goal importance in the face of
being over-qualified for their employment in Canada. In order to adjust their current realities,
they reassess their goals as they become accustomed to their situations, placing less importance
on unattainable goals (Frank & Hou, 2016; Mens, Scheier, & Wrosch, 2015). For example,
attaining the significant goal of immigrating holds precedence in terms of their perceptions of
satisfactory wellbeing (Frank, Hou, & Schellenberg, 2016), bringing to light the positive effects
of goal adjustment. Limited research is available on the utility of goal adjustment theory in
understanding immigrant success across immigration statuses (Frank & Hou, 2017). It is
important to study these effects and to gain a conclusive understanding of the effects goal
adjustment has on academic achievement, thus, the present study will examine the relations
between goal adjustment by means of reengagement and disengagement in furthering the
achievement of students in academia.
Motivation
Motivation is related to academic achievement and therefore to an individual’s path to
success. Motivation may have a strong influence on the success a student can have in education
(Arnold, 2011; Linnenbrink-Garcia et al., 2018). Motivation takes on a variety of forms, clarified
through individual incentive and related behaviours. Motivation can be classified as extrinsic or
intrinsic. Extrinsic motivation is described as being driven by external rewards or a means to an
end outside the task at hand. Intrinsic motivation is defined as personal satisfaction, interest in
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learning, and self-determined behaviour for the purpose of individual benefit. A third variation
known as amotivation is explained to be the lack of extrinsic or intrinsic motivation, as one will
believe that their behaviours are connected to external factors while attributing a lack of
competence and value to activities and outcomes (Cokley, Bernard, Cunningham, & Motoike,
2001; Deci, Vallerand, Pelletier, & Ryan, 1991; Vallerand, Pelletier, Blais, Briere, Senecal, &
Vallieres, 1992). In post-secondary institutions, intrinsic motivation is more commonly
recognized amongst those with high academic achievement, as they tend to demonstrate higher
GPAs due to their high engagement with learning materials (Cokley et al., 2001; Deci et al.,
1991; Linnenbrink-Garcia et al., 2018). It is also noted that academic success may be achieved
through intrinsic motivation regulated by extrinsic motivational factors (Cokley, 2001; Deci,
1991) differentiated by cultures with dominant societal values on academic success (Cokley,
2001; Dekker & Fischer, 2008).
The construct of motivation varies across cultures, which may account for inconsistencies
across research studies (Dekker & Fischer, 2008). A pattern identified amongst immigrants of
certain cultures is that higher levels of academic achievement are found compared to their nonimmigrant counterparts, as well as higher levels of intrinsic motivation; this would mean that
intrinsic motivation is a positive predictor of academic achievement as shown amongst these
populations (Areepattamannil & Freeman, 2008; Areepattamannil, Freeman & Klinger, 2011).
Many factors influence the academic achievement styles found in immigrants, such as identity or
acculturation, attitudes and behaviours, cultural values, or context (Areepattamannil et al., 2011;
Dekker & Fischer, 2008; Isiksal, 2010). Intrinsic motivation could be driven by the attitudes and
cultural values held by students from collectivistic backgrounds. These values may include being
a role model to younger siblings or having shared goals such as achieving good grades that are
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supported in social contexts, which also further complicates the definition of motivation crossculturally (Isiksal, 2010; Nishimura & Sakurai, 2017; Turner, Chandler, & Heffer, 2009). It
seems that despite conflicting factors and differing sources of motivation, most research argues
for the need for intrinsic motivation regulated by extrinsic motivation to create the most efficient
value system for achieving academic success in Canadian post-secondary institutions
(Areepattamannil & Freeman, 2008; Freeman & Klinger, 2011; Isiksal, 2010). Further research is
needed to support these findings and provide more detailed insight to motivational factors and
processes held by high-achieving students across cultures and immigration statuses. The present
study will use these considerations to further examine the implications of motivation types and
academic achievement.
Control Beliefs
Individuals’ beliefs in their ability to control outcomes are referred to as a locus of
control, or as control beliefs (Rotter, 1966). Individuals attribute the responsibility for an
outcome on their abilities, or on factors surrounding them (Rotter, 1966). This theory is also
applicable in an academic setting, as there are many studies pointing to evidence of positive
correlations between academic achievement and control beliefs, notably that students with higher
levels of internal control beliefs have higher rates of academic success and higher GPAs
(Gifford, Briceño-Perriott, & Mianzo, 2006; Nowicki, Duke, Sisney, Stricker, & Tyler, 2004).
Students with a high internal locus of control feel that they achieve academic outcomes based on
their educational efforts, whereas those with external control beliefs attribute their academic
outcomes to external sources such as their professors, their environment, etc., and are, therefore
not responsible for the consequences (Crandall, Katkovsky, & Crandall, 1965; Rotter, 1975).
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It is important to emphasize that in some cases, the value of a task at hand may be
subjective. Thus, if an individual with a high internal locus of control does not see value in a
positive outcome, one may not engage in the necessary efforts to achieve that result (Rotter,
1975). Effort is highlighted as one key principle to success in the value system held by minority
students, as low achievement is attributed to a lack of effort. Both internal and external loci can
explain this belief. Internal control beliefs take precedence in that individual efforts will lead to
achievement, despite the presence of external factors that may work against the learner (Li, 2003;
Yan & Gaier, 1994). The role of locus of control in academic achievement supports the
comparison of external versus internal beliefs as a factor in student success. Research is lacking
on the role of beliefs about academic control held cross-culturally and generationally. Therefore,
the present study will investigate these constructs further in order to predict or correlate
academic achievement from motivation types.
Language
Linguistic diversity is a prominent attribute of Canadian social policy. Despite English
and French being the official languages of Canada, reports of use of other nonofficial languages
are on the rise as Canada welcomes more immigrants annually. Statistics Canada (2017) reported
that 13.3% of the population of Canada is comprised of individuals who have an immigrant
mother tongue with 19.4% of Canadians reporting more than one language being spoken at
home, developing the need to investigate the implications to policy and educational practice
(Dagenais, 2013). With the increasingly higher numbers of multilingual residents in Canada,
many studies of language development and learner experiences arise with discussions of how
language, identity, and academic success can be related (Dagenais, Day, & Toohey, 2006;
Marshall & Moore, 2013). Studies show multilingualism to be complex, integrative, and
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contextual, as well as being a source of transferrable skills such as tools for better learning
(Castellotti, & Moore, 2010; Dagenais, 2013; Marshall & Moore, 2013; Masgoret & Gardner,
2003). Bilingualism has proven to be an asset that aids in cognitive development due to its role in
higher executive functioning, as proven through many analyses of bilingual students
outperforming their monolingual counterparts in academic tasks (Bialystok, 2018; Bialystock,
1999; Castellotti, & Moore, 2010).
Bilingualism has been beneficial for building academic performance and achievement,
especially in core subjects such as math and literacy (Agirdag & Vanlaar, 2016; Padilla, Fan, Xu,
& Silva, 2013). Vocabulary size tends to be larger for monolingual individuals as compared to
bilingual individuals at any age (Bialystock & Luk, 2012; Bialystock, Luks, Peets, & Yang,
2010). Since vocabulary size has been linked to greater success in academia (Biemiller & Boote,
2006; Masrai & Milton, 2018; Milton & Treffers-Daller, 2013), this presents a challenge for
multilingual learners in terms of enhancing English vocabulary and subsequent academic
success. Researchers note the fact that many students struggle with comprehending their
university level texts (Milton & Treffers-Daller, 2013), and this might be exacerbated in learners
who are multilingual and might have a smaller vocabulary than their monolingual counterparts
(Bialystock & Luk, 2012; Bialystock, Luks, Peets, & Yang, 2010; Fang et al., 2006; O’Connor et
al., 2018). This can be a source of concern and a barrier for success for multilingual individuals
with English as their second language (Daller & Yixin, 2017; O’Connor et al., 2018; Townsend
et al., 2012); additionally, the inability to achieve academic potential may result in a loss of
educational capital that would otherwise be beneficial both to individual learners but also to
Canada in general (Roessingh & Douglas, 2012). Additional support is necessary for multilingual
speakers, as well as the use of strategies throughout higher education settings in order to ground
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new learning, boost comprehension, and improve achievement for students of all vocabulary
abilities (Agirdag & Vanlaar, 2016; O’Connor et al., 2018; Schoerning, 2014). Further
evaluations to predict academic achievement from languages spoken and vocabulary size are
important for reaching conclusive evidence for post-secondary students in Canada. Additionally,
the relations between vocabulary knowledge, one aspect of language, cultural and motivational
factors should be examined further in the present study to see if there are any connections to
academic achievement through language ability.
The Present Study
After reviewing multiple sources of research, it is apparent that significant gaps remain in
the literature regarding cross-cohort differences in the academic achievement of first, second,
and third-generation immigrants. This lack of research is particularly evident when comparing all
three immigration statuses simultaneously. Current research also demonstrated conflicting
findings for the experiences of second-generation immigrants in academia, which this study aims
to address. Given the level of immersion in the Canadian society, one can expect to some degree
an attenuation of the effects of the cultural background of their parents. Comparisons of the first,
second and third generation groups will aid in identifying how each group navigates academic
success and the cognitive constructs contributing to academic performance. By studying specific
constructs related to academic achievement, better insight can be provided into the determinants
and cognitive processes required to achieve academic success. Parental expectations, goal
adjustment, self-efficacy, control beliefs, motivation, acculturation, and language variables were
investigated in order to attempt to resolve the questions unanswered by current literature. The
present study has three main goals:
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1) To compare similarities and differences in patterns of performance on measures of
acculturation, self-efficacy, motivation, and achievement, as well as perceived parental
expectations across the three groups: first-generation, second-generation and thirdgeneration immigrants.
2) To examine relationships between the above variables for three groups.
3) To examine variables related to GPA and vocabulary knowledge.
In order to explore the above goals, the variables of interest were examined statistically
as well as being the source of questions for qualitative analyses of interviews for a subsample of
the participants. By addressing the goals of the hypotheses, further conclusions may be formed
about first, second, and third-generation immigrants of this sample as well as similarities and
differences among the groups.
Study 1
The purpose of Study 1 was to measure different constructs through questionnaires
relating to academic achievement such as self-efficacy, parental expectations, goal adjustment,
motivation, and vocabulary, as well as constructs relating to differences in immigration status
such as acculturation and bilingual dominance. The constructs could also be used to measure
academic achievement and differences in immigration statuses, as they often are related one
another. By measuring these constructs, determinations for similarities and differences between
immigrant cohorts could be made, as well as a foundation for the supplementary interviews with
the second-generation immigrant cohort to follow the results of this section.
Design
The first study employed a survey-based design. The questionnaires were disbursed as a hard
copy and completed in-person by the sample of participants. Groups were compared across
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measures of acculturation, parental expectations, self-efficacy, goal adjustment, motivation,
control beliefs, and language.
Participants
Of the 178 questionnaires that were distributed, 173 questionnaires were returned, and
167 questionnaires were deemed relevant for the analyses. The participants in this study (N =
167) were students at Wilfrid Laurier University. The questionnaires omitted were due to
incomplete data or were from a sample that was not relevant to this study, as well being too small
of a sample size to adequately analyze. Undergraduate students (N = 156) were recruited through
the Psychology Research Experience Program (PREP) that was advertised for immigrants with a
range of academic achievement levels, although there were no exclusion criteria. The
participants who were undergraduates were provided with an incentive in the form of 1 PREP
credit for their participation. Eleven participants were enrolled in graduate studies at the same
university. Demographics of the participants varied greatly by ethnicity (See Table 1 for
demographics of the full sample). The participants varied greatly in ethnicity in each immigrant
group (See Table 2 for demographics of the sample by immigrant group). Programs that the
participants were enrolled in are displayed in Table 3. Forty-six participants (27.5%) identified as
male, and 121 participants (72.4%) identified as female.
Regarding the number of languages, 65 (38.9%) participants reported knowing one
language, 70 (41.9%) participants reported knowing two languages, 24 (14.4%) participants
reported knowing three languages, and eight (4.8%) participants reported knowing four or more
languages. With regard to immigration statuses, 40 (24%) participants were first-generation
immigrants, 86 (51.5%) participants were second-generation immigrants, 41(24.6%) participants
were third-generation immigrants. The higher percentage of second year students might reflect
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the sampling procedure, specifically predominantly first year students enrolled in the psychology
program (See Table 3). High academic achievement was defined as a threshold of a grade point
average of 80%, or an A- Letter Grade in accordance with the guidelines set by Wilfrid Laurier
University for achieving the Dean’s Honor Roll (Wilfrid Laurier University, 2017).
Measures
Questionnaires were administered to the participants to examine a wide range of skills
and perceptions previously found to be related to school achievement. The eight scales that were
used were pre-developed by published authors and researchers and compiled into this
questionnaire. All scales were examined for reliability using Cronbach’s alpha (α) to measure
their internal consistency.
Demographic Questionnaire
Participants were asked for demographic information including their gender, program at
university, level of study, GPA, ethnic origin/cultural background, languages spoken, and
immigration status (See Appendix A). Ethnic origin/cultural background selections were adapted
from Abada, Hou, and Ram (2008) and Statistics Canada (2018) with modifications made for
clarity and adaptability to the study. Statistics Canada (2018) was referenced to provide
definitions of immigration statuses.
Self-Efficacy
Self-efficacy was measured using the Academic Self Efficacy Scale (Tschannen-Moran,
Woolfolk-Hoy, & Hoy, 1998; See Appendix B), an 8-item scale. Items employed a 7-point scale
with anchors “does not correspond at all” to “corresponds exactly.” Higher scores indicated
higher levels of perceived self-efficacy based on agreement with each statement; “I believe I can
manage most academic challenges.” Upon reliability analysis, the measure had low internal

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

23

consistency, although omitting the questions that would raise the low alpha level, excluding
questions 1, 3, and 8, raised the internal consistency of the scale to a more reliable level
(Cronbach’s alpha: .89). The measure was reduced to five items in length for analyses.
Parental Expectations
To measure the influence of parental expectations on students’ career and academic
performance, the 9-item Academic Achievement Factor Scale (Wang & Heppner, 2002) was
used. Items employed a 6-point scale with anchors “not at all expected” to “very strongly
expected” (See Appendix C). The reliability of this scale was tested and demonstrated a
satisfactory level of internal consistency (Cronbach’s alpha: .87).
Goal Adjustment
The Goal Adjustment Scale developed by Wrosch, Scheier, Miller, Schulz, and Carver
(2013) utilizes 10 items to determine the levels of goal engagement and reengagement. The
participants completed each item using a 5-point scale measuring agreement to multiple
statements with anchors “strongly disagree” to “strongly agree.” Principal components analyses
were conducted to determine if the contained two factors, goal disengagement and goal
reengagement. The factor loadings indicated that four questions (1, 3, 6, and 8) corresponded to
goal disengagement, and six questions (2, 4, 5, 7, 9, and 10) corresponded to goal reengagement
(Wrosch, Scheier, Miller, Schulz, & Carver, 2013; See Appendix D). Therefore, these subscales
were summed together. However, internal consistency was tested using the results from this
dataset, resulting in a low level of reliability (Cronbach’s alpha: .61). Questions 3 and 6 were
removed to from goal disengagement. However, due to the small number of items measuring
goal disengagement, an aggregated variable with two items was created. To maintain high
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internal consistency, reengagement was examined as a separate variable (Cronbach’s alpha: .80).
Subsequent analyses examined for goal disengagement and reengagement separately.
Motivation
The construct of motivation was measured by a 28-item multidimensional scale
evaluating the most accurate levels of correspondence to statements relating to motivation,
developed as the Academic Motivation Scale for College Students (Vallerand, Pelletier, Blais, &
Brière, 1992; See Appendix E). The items employed a 7-point scale with anchors “does not
correspond at all” to “corresponds exactly.” Four questions (5, 12, 19, and 26) sum together to
measure amotivation, twelve questions (2, 4, 6, 9, 11, 13, 16, 18, 20, 23, 25, and 27) sum
together to measure intrinsic motivation, and the remaining twelve questions (1, 3, 7, 8, 10, 14,
15, 17, 21, 22, 24, and 28) sum together to measure extrinsic motivation. Feasibility for use of
the scale as originally constructed was conclusive due to the high levels of internal consistency
for each dimension of the measure and in its entirety (See Table 4).
Acculturation
The Acculturation Rating Scale-II (Cuellar, Arnold, & Maldonado, 1995; Appendix G) is
a scale based on the percentage of answers of a given type, measuring the construct of
acculturation by language, ethnic identity, and ethnic interaction. The 28-question measure
addresses these constructs on a scale with 5 anchors ranging from “not at all” to “almost
always.” The acculturation scale measured both acculturation and enculturation, with questions
2, 5, 6, 9, 10, 12, 15, 16, 19, 20, 21, 22, and 26 measuring acculturation, and the remaining
questions measuring enculturation (1, 3, 4, 7, 8, 11, 13,14, 17, 18, 24, and 25). This measure was
adapted from the original scale made for Mexican Americans into one more generalized and
geared towards Canadians with a wide range of ethnicities. The high level of internal consistency
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demonstrated reliability with the scoring measures initially constructed by the original authors
(Cronbach’s alpha: .85).
Language dominance
The Bilingual Dominance Scale was used to assess participants’ reports of their dominant
language(s) amongst the bilingual individuals (Dunn & Fox Tree, 2009; See Appendix H). A
specific point system is assigned to each question of the measure based on language use to
determine one’s fluency in each language. This scale allowed the researcher to determine first
language dominance, second language dominance, or balanced bilingualism. Participants were
asked to complete this section only if they were a speaker of more than one language.
Vocabulary
The English Vocabulary Size Test (VST) was administered to measure an individual’s
English vocabulary size needed for reading by using form-meaning connections, knowledge of
words and concept knowledge (Read & Chapelle, 2001; See Appendix I). The participant was
presented with a word and was asked which of four alternatives had the same meaning as the
word. The measure contained 100 items and the participant reached ceiling if they made 5
consecutive errors. The participant would read the questions to themselves and inform the
researcher of their answer, which was documented and scored. Participants were asked to begin
answering questions beginning at question 20, and if they made 5 consecutive errors before
question 60, they were asked to return to the beginning and complete the first 20 questions.
Alternatively, if the participant passed the ceiling, they were to continue on while being scored
with the assumption that the first 20 questions would have been answered correctly. The
participants were given a raw score out of 100, which was the total number of items. In a test of
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internal consistency, the reliability of the scale was sufficient in its original construction
(Cronbach’s alpha: .99).
Procedure. An information letter and informed consent letter were provided prior to the
study. Participants could receive feedback about the results of the study and could consent to be
contacted for their potential participation in Study 2. Completion of the group-administered
questionnaires had an average duration of approximately 15 to 20 minutes. Participants booked
time slots based on their availability in coordination with the available times found on the PREP
website, with the smallest group accommodation being two participants and the largest being
twelve. The groups of participants were supervised by the researcher and research assistants
while they completed the questionnaires on their own. Administration of the VST had varying
durations, although it was most commonly completed within 15 to 25 minutes. Groups of
participants completed the study in quiet rooms at the university. As the participants completed
the questionnaire packages in groups, each individual was invited to complete the VST in a
separate setting with the researcher. Undergraduate students were compensated with 1 PREP
credit for their participation in the questionnaire.
Data Analyses. Quantitative data from the questionnaires were analyzed using SPSS
Version 26. Group comparisons were conducted using analysis of variance (ANOVA) to identify
any differences in acculturation, self-efficacy, motivation, achievement, and perceived parental
expectations across the three groups, specifically first-generation, second-generation, and thirdgeneration immigrants. The comparisons were conducted to determine similarities or differences
among the groups. Correlation analyses were run for the full sample and by immigrant status to
examine which factors were related to each other and whether different factors were related
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across groups. Finally, a regression analysis was done to examine relations between GPA as the
dependent variable of interest and vocabulary knowledge, acculturation, and self-efficacy.
Results
Descriptive Statistics
To investigate the hypotheses, the objective was to compare similarities and patterns
of performance on measures of acculturation, self-efficacy, motivation, and achievement, as well
as perceived parental expectations across three groups, first-generation, second-generation, and
third-generation immigrants. No floor or ceiling effects were found for any of the measures.
Descriptive statistics demonstrated that second-generation immigrants made up 51.5% of the
sample (n = 86), while first-generation immigrants comprised 24% of the data (n = 40) and
third-generation immigrants made up 24.6% of the data (n = 41). Second-generation immigrants
were the most represented group. When examining the percentage of students with a “high”
GPA, defined as 80% or greater, 31% of the second-generation students (n=27/86) were in that
category, while 35% of the first-generation (n=14/40) and 46% of the third-generation students
(n=19/41) were in that category.
Group Comparisons
A series of one-way analyses of variance (ANOVA) examined group similarities and
differences for the constructs of GPA, efficacy, parental expectations, amotivation, extrinsic
motivation, intrinsic motivation, acculturation, enculturation, reengagement, disengagement, and
language ability. Significant differences in levels of parental expectations, F(2, 162) = 9.670; p
< .05, acculturation, F(2, 152) = 29.150; p < .05, and enculturation, F(2, 152) = 12.915; p < .05,
were found for the immigrant groups (See Table 5). The first and second-generation groups did
not differ from each other in terms of the extent parental expectations influence their academic
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and career plans, both groups demonstrated higher scores than the third-generation immigrants
(See Table 5). Ethnicity was found to be a significant variable between immigrant groups in a
one-way Analysis of Variance, F Welch (2, 106.43) = 29.11, p < .001. A Games-Howell procedure
was conducted for posthoc analyses due to the nominal nature of the variables, as well as the
unequal variances assumed. This indicated the significant differences between first and thirdgeneration immigrants, p = .000 as well as between the second and third-generation, p = .000.
For the two acculturation variables, Analysis of Variance for the acculturation measure
indicated unequal variability. A Levene’s test was used which indicated there were unequal
variances for the three sample groups for acculturation and enculturation. Group differences were
found for enculturation, F Welch (2, 87.17) = 22.34, p < .001, and for acculturation, F Welch (2,
77.90)

= 40.84, p < .001. Posthoc analyses for enculturation using Dunnett T3 show significant

differences between first (M = 49.05, SD = 11.00) and third-generation immigrants (M = 60.26,
SD = 6.52), t (1, 80) = 11.20, p < .001, as well as between second (M = 50.85, SD = 12.25) and
third-generation immigrants (M = 60.26, SD = 6.52), t (1, 126) = 9.41, p < .001. Posthoc analyses
for levels of acculturation also yielded significant differences using Dunnett T3. There were
significant differences among the three immigrant groups; with differences between first and
second-generation participants, t (1, 125) = 4.84, p = .006, first and third-generation, t (1, 80) =
10.48, p < .001 as well as between second and third-generation immigrant groups, t (1, 126) =
5.64, p < .001 (See Table 6).
Correlational Analyses
Pearson correlations including participants collapsed across groups were conducted to
examine relationships among the above variables for all participants within the three groups. The
correlations were reported at both the .05 level and the .01 level (See Table 7). The analysis
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included variables of number of languages, self-efficacy, parental expectations, amotivation,
extrinsic motivation, intrinsic motivation, acculturation, enculturation, language ability,
disengagement, and reengagement.
For the GPA variable, a moderate negative correlation was found with efficacy, r(161) =
-.370; p < .01. A moderate positive correlation was found between grades and amotivation,
r(155) = .317; p < .01, and a small negative correlation was found with intrinsic motivation,
r(152) = -.175; p < .05, as well as language ability, r(157) = -.157; p < .01.
The number of languages spoken was correlated with efficacy r(163) = .210; p < .01,
parental expectations, r(163) = .246; p < .01, and reengagement, r(163) = .156; p < .05, as well
as moderately, negatively correlated with enculturation, r(153) = -.356; p < .01 and acculturation,
r(153) = -.376; p < .01.
For efficacy, a small significant correlation was found with extrinsic motivation, r(159)
= .214; p < .01. Moderate correlations were revealed with intrinsic motivation r(154) = .365; p
< .01 and reengagement r(162) = .308; p < .01, as well as a moderate negative correlation to
amotivation, r(157) = -.393; p < .01.
The parental expectations variable showed a small significant correlation with extrinsic
motivation, r(158) = .271; p < .01, and intrinsic motivation, r(153) = .192; p < .05, with small,
negative correlations to enculturation, r(152) = -.183; p < .01, and acculturation, r(152) = -.160,
p < .05.
Amotivation demonstrated small, negative correlations with reengagement, r(156) =
-.165; p < .01and enculturation, r(147) = -.200; p < .01. Intrinsic motivation was correlated with
reengagement to a small effect size, r(153) = .216; p < .01.
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Correlations for participants by group: First-generation. Correlation analyses were also
completed using a split file to compare the strength of the relationships of the variables for each
immigration status separately (See Table 8). First-generation immigrants demonstrated a
moderate correlation between grades and amotivation, r(35) = .347; p < .05 and demonstrated a
moderate correlation between ethnicity and amotivation, r(36) = .331; p < .05. Additionally,
number of languages was moderately correlated with efficacy, r(38) = .435; p < .01.
The efficacy variable was moderately, negatively correlated with amotivation, r(36) =
-.447; p < .01, with positive moderate correlations to language ability, r(36) = .323; p < .05, and
reengagement, r(37) = .373; p < .05.
Parental expectations were moderately, positively correlated with extrinsic motivation,
r(36) = .481; p < .01, and intrinsic motivation, r(35) = .482; p < .01. Additionally, reengagement
demonstrated a moderate correlation to acculturation r(33) = .493; p < .01, in this population.
Correlations for participants by group: Second-generation immigrants. Secondgeneration immigrants demonstrated differences in the patterns of correlations than were found
for first-generation immigrants (See Table 9). Significant correlations included a moderate
negative correlation between grades and efficacy, r(81) = - .419; p < .01, as well as grades and
intrinsic motivation, r(77) = -.264; p < .05. The grade variable also demonstrated a moderate
correlation to amotivation, r(79) = .368; p < .01, and extrinsic motivation, r(80) = .258; p < .05.
The number of languages spoken was moderately correlated with parental expectations,
r(82) = .238; p < .01, and negatively, moderately correlated to enculturation, r(76) = -.311; p
< .01.
Efficacy scores were moderately correlated with intrinsic motivation, r(78) = .488; p
< .01, and reengagement, r(82) = .287; p < .05, and was negatively, largely correlated to
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amotivation, r(80) = -.519; p < .01. The influence of parental expectations demonstrated a small
positive correlation with amotivation, r(79) = .235; p < .05.
Correlations for participants by group: Third-generation immigrants. Patterns of
relationships were also examined for third-generation participants. Third-generation immigrants
also differed from the latter two groups (See Table 10). They demonstrated a moderate, negative
correlation between grades and efficacy, r(39) = -.389; p < .05. Ethnicity revealed a moderate
correlation to parental expectations, r(39) = .430; p < .01.
Efficacy and extrinsic motivation demonstrated a moderate correlation, r(38) = .383; p
< .05. Parental expectations and extrinsic motivation demonstrated a moderate correlation, r(40)
= .433; p < .01.
Extrinsic motivation revealed a moderate correlation with acculturation, r(36) = .433; p
< .05. Additionally, reengagement showed a negative, large correlation to enculturation, r(37) =
-.529; p < .01.
Regression Analyses
Given the different pattern of findings across the groups, multiple regression analyses
were conducted separately by group to examine variables related to GPA and vocabulary
knowledge. The exploratory nature of the analyses meant that different variables were selected
for the analyses by group, as well as the use of different patterns in the analyses to be explored.
The variables were selected based on the theoretical results reviewed in the literature as well as
significantly correlated variables from the correlation analyses.
Variables related to reported GPA. A multiple regression analysis was run to examine
variables related to GPA. These variables included self-efficacy, parental expectations, extrinsic
motivation, and enculturation from immigration status. The regression analysis was computed
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using a split file analysis based on immigration status to explore significant predictors. For firstgeneration immigrants, the sample consisted of 32 participants, therefore, three variables were
selected of the five initial variables included, which were enculturation, efficacy, parental
expectations, intrinsic motivation, and extrinsic motivation. When the variables with lower levels
of significance were excluded and the remaining variables of efficacy, intrinsic motivation, and
extrinsic motivation were tested for significance, none of the three variables demonstrated
significance in the first-generation immigrant cohort (See Table 11).
The same variables related to GPA selected the first-generation immigrant cohort,
specifically efficacy, intrinsic motivation, and extrinsic motivation, were also examined in
second-generation immigrants. The analysis explained 40.5% of the variance in GPA, total
R2=.405, F (5,65) = 8.854, p < .001. Self-efficacy was significantly related to GPA, β=.492, t (65) =
2.51, p < .05. Additionally, extrinsic motivation, β=-.457, t (65) = -4.906, p < .05, and intrinsic
motivation, β=.237, t (65) = 3.108, p < .05 were significantly related to GPA in this group (See
Table 12).
Efficacy, intrinsic motivation, and extrinsic motivation were examined in relation to the
GPA for third-generation immigrants. This analysis explained 38.3% of the variance in GPA,
R2=.383, F (5, 31) = 3.850, p < .001. Enculturation β=.170, t (31) = 2.050, p < .05, and self-efficacy
β=.869, t (31) = 2.997, p < .05 were related to GPA in this group (See Table 13).
Variables related to language. To explore predictors of language ability, a multiple
regression analysis for first-generation immigrants was conducted with acculturation,
enculturation, intrinsic motivation, and extrinsic motivation as predictor variables. The analysis
explained 17.9% of the variance for language ability. However, none of the variables reached
acceptable levels of significance (See Table 14).
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The variables related to language ability were examined for second-generation
immigrants. The data accounted for 14.3% of the variance in language ability, total R2=.143, F (4,
63)

= 2.635, p < .001. Acculturation β=.647, t (63) = 2.003, p < .05, and extrinsic motivation β=

-.653, t (63) = -2.709, p < .05 were significantly related to language ability in this group (See
Table 15).
To explore predictors of language ability, multiple regression analyses for thirdgeneration immigrants was conducted. The analysis explained 19.8% of the variance for
language ability. However, none of the variables reached traditional levels of significance (See
Table 16).
Discussion
The purpose of this study was to investigate the role of immigration status in determining
variables related to university achievement and vocabulary knowledge. Several statistically
significant findings were present in the data. Descriptive statistics demonstrated that a larger
proportion of the participants were second-generation immigrants as compared to their first and
third-generation immigrant counterparts, remaining in line with the current literature and
Canadian statistics (Chen & Hou, 2019; Childs, Finnie, & Mueller, 2014; Statistics Canada,
2017). This sampling procedure may have been representative of predominantly first year
students enrolled in the psychology program, who might include a larger proportion of secondgeneration immigrant students as compared to other groups of immigrants. The relevance of the
results of this quantitative portion demonstrates the authentic self-reports by students in postsecondary education, and how their results may be explained in a broader scope.
Most of the relevant literature supports the result of first and second-generation
immigrant students outperforming the third-generation immigrant population (Abada, Hou, &
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Ram, 2008; Picot & Hou, 2011). Contrary to the statistics presented by Statistics Canada, this
comparison of group means resulted in third-generation immigrants being more likely to achieve
in the high-grade category, which is above an 80% average. This may be indicative of
discrepancies between reporting factors of the size or type of populations sampled, as data
collection in this study was on a smaller scale and focused on university students as compared to
other data that was collect nation-wide by a government organization. This is a surprising result
identified by students of this sample that would need to be investigated further. Despite this
result, the average GPA for first and second-generation immigrants was nearly identical,
remaining in line with other relevant literature (Pivovarova & Powers, 2019).
There may be factors that were unintended to that may be able to explain the
discrepancies presenting this study. Third-generation immigrants may also have greater academic
achievement due to more access to educational resources at home, such as their parents being
more familiar with the material taught in schools, being more involved in their children’s school
lives, as well as the awareness of extra-curricular academic aids such as tutoring centers and
extra classes (Zhong, 2011). This is juxtaposed by the home life of some immigrant students,
where parents struggle to be involved due to language barriers, lower socio-economic status, and
lack of knowledge in the dominant culture of Canada (Zhong, 2011). Additional variables used
as control measures, as well as a further analysis of academic achievement comparisons for
immigrant groups could have explained the finding that third-generation immigrants performing
higher than their counterparts in this study.
Additionally, the result of third-generation immigrants achieving higher than their
counterparts may be explained by a difference of environments. Immigrant (including firstgeneration and second-generation) and non-immigrant (third-generation) students differ greatly
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in their environments, as immigrant students may have more challenges integrating into the
dominant society’s culture. They endure more sociopsychological factors than their thirdgeneration immigrant counterparts as they try to assimilate into Canadian culture alongside their
parents. Research reports that immigrant students spend an average of 15 more hours per week
helping their families than their non-immigrant counterparts (Tseng, 2004). The expectation to
help one’s family is often stressed in immigrant and collectivistic backgrounds (Klassen, 2004),
although, unfortunately, this obligation distracts from academic achievement for immigrants. In
addition, the results of this study demonstrated that first and second-generation immigrants
reported higher levels of parental expectations than third-generation immigrants, which may
support this result. Third-generation immigrants may have had more time available to engage in
schoolwork, contributing to the higher achievement found amongst the third-generation
immigrant population (Ma, 2003; Tseng, 2004, Volante, Klinger, Bilgili, & Siegel, 2017).
Relevant to initial reports by Statistics Canada, this study’s analyses indicate that there is
less diversity of ethnicity between first and third-generation immigrants (See Table 2) and
indicates that more languages are spoken by those who are more recently immigrated, such as
first and second-generation immigrants. Interestingly, 92.7% of the sample population of thirdgeneration immigrants identified as Caucasian. The definition of Caucasian referred to those of
European or English descent. In Canada, 49.6% of third-generation immigrants tend to report
more than one ethnic origin in their family (Statistics Canada, 2013). This means that many
ethnic origins are encompassed into the “Caucasian” category, explaining why so many
participants would have categorized themselves as “Caucasian.” In line with Statistics Canada
(2013), second-generation immigrants were more likely to identify themselves with multiple
ethnicities than first-generation immigrants, as the second-generation group from this study was
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the only immigrant group to identify themselves with multiple racial categories, including
Caucasian-African-Canadian, Caucasian-East-Asian, Caucasian-West-Asian, etc. Firstgeneration immigrants tended to identify themselves solely by the ethnicity from their culture of
origin, including Caucasian, African Canadian, East Asian, South Asian, etc.. In the broader
scheme, this result suggests that all immigrant groups uniquely identify themselves with their
culture of origin, and that second-generation immigrants evidently acknowledge bicultural
identities in this sample.
Acculturation and enculturation are major factors in the lives of first and secondgeneration immigrants of Canada (Berry, 2005), and this was reflected to be significant in the
data analysis of this sample. Analyses revealed that acculturation was significantly different
between the immigrant groups, with third-generation immigrants being the most acculturated,
and first-generation immigrants being the least acculturated. Second-generation immigrants were
more acculturated than first-generation immigrants, but less acculturated than third-generation
immigrants, demonstrating that there is a clear distinction of their bicultural identities (Ward,
2004; Lanphier & Abu-Laban, 1982). Similar results were also found for enculturation, with
second-generation immigrants showing similar levels to first-generation immigrants but different
from third-generation immigrants. The stark contrast in the acculturation and enculturation levels
between first-generation immigrants and third-generation immigrants aligns with the statistics
found in Canada, where the type of immigration status affects the strength of feelings of
belongingness to a culture or country (Hou, Schellenberg, & Berry, 2016).
Acculturation was shown to have different levels of relations with different variables
unique to each immigrant group. For first-generation immigrants, the correlation analysis
revealed that acculturation was moderately related to reengagement. There is a lack of data on
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goal adjustment and acculturation, especially in Canada. Despite this, it is possible to extrapolate
from existing data from the Department of Health and Human Services (2001) about the
difficulties that immigrants endure during their acculturation process including loss of
productivity, more psychological distress, and lower quality of physical and mental health. This
may be able to provide some explanation about how first-generation immigrants are able to
reengage themselves. Potentially, the stress of acculturation positively affects their abilities to
reallocate their efforts or resources into something different, or more attainable. This possibility
would need to be more thoroughly investigated.
Second-generation immigrants demonstrated that enculturation had a moderately negative
relationship with number with languages spoken. This pattern is seen in this immigrant group, as
second-generation immigrants become more involved with their “host” culture intellectually,
culturally, and socially, the lack of language used in settings outside of the home (where the
language spoken typically is their culture of origin) predicts a gradual loss of language
proficiency in their first language (Templin, Seidl, Wickström, & Feichtinger, 2016). This
eventually contributues to the decline in the number of languages second-generation immigrants
speak. This especially occurs when language maintenance is not prioritized and investing in the
consistent practice and preservation of language skills are not of much value (Templin, Seidl,
Wickström, & Feichtinger, 2016). Given this reasoning, the results of the data analysis remain in
line with current literature.
Third-generation immigrants revealed to be moderately correlated to enculturation and
reengagement. There is a lack of data available specifically examining these questions in thirdgeneration immigrants, making it difficult to draw conclusions about why this result emerged. To
connect this result, the first-generation immigrant group also demonstrated reengagement
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predicted by acculturation, suggesting some similar factor that may affect the first and thirdgeneration immigrant groups and not the second-generation immigrants. Third-generation
immigrants also demonstrated that enculturation could predict GPA. Grades (GPA) being
predicted by enculturation falls in line with relevant literature, as it indicates that higher levels of
acculturation are positively associated with success in schooling (Paterson & Hakim-Larson,
2012). This finding is also supported by the results of this study’s data analysis where the thirdgeneration immigrant group had the highest rates of acculturation and academic achievement.
Parental expectations provide some basis for how students are to conduct themselves in
educational institutions, as well as guide their performance, which varies across immigrant
cohorts (Somerville & Robinson, 2016). The analysis of variance group comparisons revealed
that there were significant differences in the levels of parental expectations among the immigrant
groups. Results showed that first-generation immigrants and second-generation immigrants had
higher scores of parental expectations compared to third-generation immigrants. First-generation
immigrants demonstrated the highest scores of parental expectations, followed by secondgeneration immigrants closely behind them. This demonstrates how the literature is relevant in
identifying higher levels of expectations amongst immigrant parents (Somerville & Robinson,
2016). Despite this outcome, this contradicts other relevant findings that parental expectations
can positively affect academic achievement (Jeynes, 2007; Yamamoto & Holloway, 2010).
Different immigration statuses were also able to identify relationships between parental
expectations and variables unique to each group.
First-generation immigrants showed a moderate relationship between parental
expectations and extrinsic motivation as well as intrinsic motivation. This means that the
expectations of parents of first-generation immigrants have for their offspring directly relates to
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how the students motivate themselves. The OECD (2018) reports that first-generation
immigrants report that they want to “be the best in whatever they do” more often than their
counterparts, which is able to explain the intrinsic motivation that parent expectations foster for
this group. As for the extrinsic motivation, it was found that parental expectations that are
deemed as “controlling” inhibit intrinsic motivation, which could create an environment that
allows for a student to rely on extrinsic motivation (Froiland & Davison, 2014). This result is
similar to findings by relevant literature that explains the results of high parental expectations are
linked closely to motivation (Peng & Wright, 1994; Yamamoto & Holloway, 2010) and is able to
supplement this finding with the indication that both intrinsic and extrinsic motivation are
affected by parental expectations.
Third-generation immigrants revealed that parental expectations were moderately related
to extrinsic motivation, indicating that the expectations their parents have for them is their
external motivator for doing well in school. This may be because their parents instill expectations
in them that are concerned with external rewards, such as parents providing forms of
compensation for their achievements, or the potential for a high paying job in the future. They
also exhibited a moderate relationship between parental expectations and ethnicity, which
remains in line with relevant literature identifying heightened expectations of parents from nonCanadian cultural backgrounds (Yamamoto & Holloway, 2010).
As students engage in school settings, their self-determination is a plausible factor in their
success, although they may have barriers to their will to learn and succeed, such as if their
schooling is in an unfamiliar language. First-generation immigrants had scores of self-efficacy
that moderately related to language ability. It suggests that by having higher levels of selfefficacy, one can be more proficient in the ability to comprehend English, indicating a source of
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interdependence between the two constructs (Choi & Lee, 2016). This could suggest that high
self-efficacy enhances the ability to grasp new concepts, including new languages. As well,
moderate relations between self-efficacy and reengagement suggests that being more confident in
one’s behaviours allows first-generation immigrants to be more able to realign their goals to
more “realistic” ones (Creed & Hood, 2014).
Self-efficacy is typically reported to be a positive indicator of GPA, although, the result
of this study may imply otherwise. Second-generation immigrants demonstrated a moderately
negative correlation between efficacy and GPA, which indicates that the more efficacy they may
have, the lower their grades. There does not seem to be a reasonable explanation for self-efficacy
to be a determinant of lower grades, although recent studies confirm that second-generation
immigrants or those from non-Canadian groups score lower in self-efficacy, which may be
construed differently in collectivist cultures (Klassen, 2004; Klassen, 2004). Efficacy also
demonstrated positive effects to intrinsic motivation, which remains in line with relevant
literature (You, Dang, & Lim, 2016). Second-generation immigrants also demonstrated a
relationship to reengagement, determining that their beliefs in their expressed behaviors drives
their willingness to learn for their own interests, as well as to adapt and reengage their own
goals. Similar to the first-generation immigrant group, realigning goals to what is more attainable
is done well by second-generation immigrants because of their perceived self-efficacy; they are
able to trust in their abilities when they must shift of their goals (Creed & Hood, 2014). In the
literature review, it was relayed that academic self-efficacy was moderately heightened in
second-generation immigrant students as opposed to first-generation immigrant students (Majer,
2009; Vuong, Brown-Welty, & Tracz, 2010; Wang, & Castañeda-Sound, 2008), which seems to
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be true as self-efficacy was not as prevalent in correlations for first-generation immigrants in this
dataset.
Third-generation immigrants had scores of self-efficacy that exhibited a negative
correlation with GPA, as did the second-generation immigrants. The third-generation immigrant
group is more acculturated than the second-generation group, so influences of collectivist culture
would not be applicable in this scenario. Perhaps this group may over-estimate their efficacy and
receive “subpar” outcomes due to this. They also demonstrated that efficacy positively influences
extrinsic motivation, which is unique to this group compared to the first and second-generation
immigrant groups. This is a contradiction to what self-efficacy should hypothetically influence,
which would be intrinsic motivation. Further investigation should be completed to address these
results.
Intrinsic motivation has typically been recognized as an indicator for academic
achievement. Despite this, grades for second-generation immigrants were negatively related to
intrinsic motivation. This is an interesting result considering relevant data recognizing intrinsic
motivation as an indicator of academic success in post-secondary education (Cokley et al., 2001;
Deci et al., 1991; Linnenbrink-Garcia et al., 2018). The OECD (2006) covered multiple studies
in the USA that acknowledged children of immigrants experienced lower levels of motivation in
unfamiliar school environments. In these environments, learners became less engaged, impacting
constructs related to achievement, such as attitudes towards school and motivation. Scores of
motivations for second-generation immigrants were found to be lower than first-generation
immigrants in the OECD (2006) analysis, which also aligns with the data found in this study.
This could also be attributed to subjective perception of the concept of motivation shaped by
cultural backgrounds (Dekker & Fischer, 2008; OECD, 2006). Second-generation immigrant
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grades also related positively to extrinsic motivation, which could be understood as their sources
of motivation shifting from intrinsic to extrinsic due to their further processing of becoming
acculturated into the dominant Canadian culture, similar to third-generation immigrants. They
may view their good grades as external motivators or a positive outcome, and what having good
grades will signify in Canadian society, such as through achieving a well-paying job, and
materialistic gain (OECD, 2018; SenGupta, Hopson, & Thompson-Robins, 2004).
Third-generation immigrants had significant relations between extrinsic motivation and
acculturation. There is no relevant data connecting these two constructs, but it can be inferred
that more acculturation into the dominant culture influences external motivators, such as what is
found to be successful by current societal standards, including high salaries, career prestige, top
grades, materialism, etc. (OECD, 2018; SenGupta, Hopson, & Thompson-Robins, 2004).
Despite these findings, the differences between the achievement levels amongst
immigrant groups were not statistically significant. This means that generally, at Wilfrid Laurier
University, students tend to achieve similar grades regardless of immigration status. It is to be
noted that the sample population mostly consisted of undergraduate students (n=156, 93.4%) in
the psychology program (n=62, 37.1%), which could be indicative of their performance based on
standards required for the psychology program at the undergraduate level. The analysis of
variance revealed there was not a significant difference between the levels of achievement for the
first and second-generation immigrants. Although immigration status did not result in dynamic
differences between second-generation immigrants and the other immigrant groups, the
variability of constructs influencing each group provided insight to the vastly unique
combination of variables that result each group’s construct outcomes.
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Study 2
Study 2 was completed with the purpose of attaining a deeper understanding of the
thoughts, behaviors, and experiences of second-generation immigrants. These more detailed
descriptions were meant to enhance the findings of Study 1. This was done by asking semistructured questions about the constructs measured in the questionnaires to the subsample of
second-generation immigrants, including questions regarding acculturation, parental
expectations, self-efficacy, motivation, control beliefs, and further questions about their specified
culture. Participants were invited to share as much or as little as they liked, and with this
flexibility, many of them divulged emerging topics that supplemented the constructs originally
selected.
Design
Study 2 involved a semi-structured interview with a select group of Study 1 participants.
In order to be selected for Study 2, participants were required to meet specific criteria, including
achieving the threshold of an 80% GPA, being a second-generation immigrant, and having high
scores on the parental expectations scale. There were eleven questions the participants were
asked to answer.
Participants
An initial sample comprised of fifteen participants were chosen to complete the interview
for Study 2, however, only eight students completed the interview. Study 1 was completed prior
to the date when COVID19 required the university to change to an online delivery model. As a
result of this change, seven participants who had originally agreed to the interview component
declined to participate. The subsample who completed the interview included five undergraduate
students and three graduate students for a total of eight participants. Seven participants identified
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as female, and one participant identified as male. The ethnicity of the participants included one
participant identifying as African Canadian, three participants as Caucasian, one participant as
West Asian, one participant as Caucasian and South Asian, one participant as South Asian, and
one participant as Caribbean and South American.
Measures
Prior to engaging in the interviews, the selected subgroup of participants received an
information letter with an attached consent form that was different from the initial consent forms
in order to outline the objectives of the interviews to which was completed and returned to the
researcher. Selected participants (N=8) responded to the semi-structured interviews in which a
series of questions about their experiences as a second-generation immigrant in post-secondary
education, for example, “Do you feel that there are expectations of you to achieve well in
school? Who is expecting this of you? If not, what would make you feel this way?” (See
Appendix J for the complete set of questions). These questions were formulated by the researcher
prior to recruitment in order to expand on the content asked in the questionnaires. The interviews
took place by online audio calls via “Zoom,” where the audio was recorded and stored in an
encrypted file with a unique identifier code for each participant. Some participants had questions
about the nature of the study after the interviews, to which the researcher provided a debriefing.
By using thematic analysis methodology (Braun & Clarke, 2012), the researcher first
extracted and open-coded the participants’ answers into iterations of common themes by question
(See Appendix J) and then organized the common themes according to the constructs of interest
(acculturation, parental expectations, self-efficacy, goal adjustment, motivation, control beliefs,
and language). The emerging themes were quantified by number of occurrence. This process was
then repeated by a research assistant; correspondence between the researcher and the research
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assistant took place in order to match the themes and iterations accordingly, as well as to
maintain interrater reliability. The qualitative study aligned the information to be congruent with
current literature, and debriefed participants. The process of interviewing could be dependable
for repetition of the study, as the process was described in detail.
Procedure
The interviews had a duration of 10 to 33 minutes, the shortest interview lasting 10:51
minutes and the longest interview lasting 33:18 minutes. The researcher maintained a neutral
discourse with the participants. In order to better understand or clarify answers the researcher
further questioned the participants based on their responses. Notes were taken by the researcher
during the interviews regarding key themes and quotes given by the participants. The five
undergraduate participants were given 0.5 PREP credits for their participation in the interviews.
Intentions and Reactions. As an investigator, this research creates a potential bias due to
common factors of being a student at Wilfrid Laurier University, and being a second-generation
immigrant of a West Asian background. Some participants were colleagues of the researcher,
which may have resulted in biases in the participants’ answers.
Recordings of the interviews were transcribed. In order to analyze the data, thematic
analysis and coding were used on the transcribed interviews.
Qualitative Interviews
The transcribed answers from the interviews were analyzed with a double-blind process
to retain reliability by the primary investigator and a research assistant. The researcher and
research assistant analyzed the data for key words and similar themes according to the constructs
analyzed in the quantitative statistical analysis section. There were six main themes which
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included acculturation, parental expectations, self-efficacy, goal adjustment, motivation, and
control beliefs. Within the main themes, there were a total of fourteen subthemes extracted.
Acculturation
By analyzing questions regarding culture and expectations, specifically questions 7 and
11 (although some participants shared information about this construct in other questions),
themes about acknowledging and identifying parental experiences and their sacrifices emerged.
Within the main theme of acculturation, five subthemes emerged. The differences between the
experiences students had as opposed to their parents was predominant, with the participants
acknowledging the hardships their parents endured that they have not. Six participants cited
parents coming to Canada at the expense of themselves for the benefit of their children. Some
participants identified forms of racism their parents experienced such as this female graduate
student, “the hostility [my dad] faced as an immigrant Italian in university…I've never faced
anything like that” (P0324F2) as well as stark differences in how their parents grew up, as per a
female undergraduate student, “I have heard stories from my childhood about what they have to
go through in their home country and how coming to Canada was a way for us to have a better
life” (P0325F4). A female graduate student relayed, “my mom didn’t get to go to postsecondary,
and my dad, I believe he didn’t finish but that was back in Nigeria. So, they both haven’t really
experienced Canadian post-secondary education, so…it’s definitely different in that sense”
(P0329F6). This highlights the contrasts amongst second-generation immigrants and their
parents in the ways they grew up, with their parents “Just wanting you to be not in the situation
that they were in as kids” (P0329F6). The participants recognized and allowed the experiences
and sacrifices of their parents to ensure that they have better lives, as mentioned by a female
undergraduate student; “My parents because they both grew up with communism…they were not
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most well off…so when they came here, it was very important to them to reach that state of
comfortability that they are now” (P0325F5). The participants also expressed their gratitude
towards their parents for what they have gone through by coming to Canada so that the
participants could have greater opportunities to succeed, “They have worked themselves up a lot
more and I am so grateful that I actually…have and my siblings have the opportunity to
accomplish what we want without so much struggle” (P0325F5).
Measurement of Success. Differences in meanings of success also emerged as a theme
for acculturation. Different ethnic backgrounds identified differences in how success is
measured, as immigrants of Eastern cultures tend to measure success with a means-end approach
as per a female graduate student, “So culturally, success is just a little bit materialistic. And it
also kind of talks about what your status is, because that’s kind of important to some people as
well” (P0401F8). Pressure to attain a financially successful career emerges as participants shared
their parents’ expectations for their careers, “Now it is more along the lines of you are successful
if you get a well-paying job so that is…like a very big emphasis of a lot of my friends who are in
different cultures” explained a female undergraduate student (P0325F5).
Understanding Education Systems. Participants identified a lack of parental
understanding of how post-secondary education works. A female graduate student expressed that
their parents do not fully comprehend the Canadian education system, making it difficult to
communicate with them for choices of education, “they don't fully understand. They don't
understand and appreciate it” (P0324F2). This is not found for parents who have grown up in
Canada, who more fully understand the different levels and requirements of schooling here in
Canada, like the parents of a female graduate student, “but my mom's side…who have been in
Canada for a very long time, they seem to appreciate it (schooling) a bit more” (P0324F2).
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Westernization. Participants recognized the different levels of acculturation that
occurred in their cultures of origin and amongst different immigrant groups. They used the term
“Westernization”3 to define these distinctions, “My more Westernized friends have less strict
parents…I have friends with even more strict parents but then again they are also first-generation
or second-generation immigrants as well;” “they are more strict and…just a certain behavioral
aspect or expectation when you are with your parents…with your own culture…whereas with
Western culture which in a way is also your own culture there is different expectations so
sometimes it gets hard to navigate” (P0324F3). Participants who were bicultural based on the
ethnicities of their parents recognized differences in parenting styles if their parents were from
the Western (Canadian) culture versus from an Eastern culture4 or European culture.
Interestingly, participants also identified themselves with whichever culture they were more
involved in, “I'm Canadian. My mother is fully Canadian. So, I definitely associate with this
culture more, and Canadian is a bit more laid back” (P0401M7); “I am kind of half and half, I
would say Persian, I would not say like oh I am Canadian” (P0324F3). A participant with an
Eastern background, who identified themselves to be involved in Indian and Muslim culture
stated:
“Being someone that’s been brought up here when you have parents that haven’t been
brought up here, there are always going to be those struggles between I think mixing cultures,
because I would say I'm Indian and Canadian, so I pick up on both values. Whereas with my

3

Westernization refers to the adoption of the practices and culture of western Europe by societies

and countries.
4

East.

Eastern culture refers to the societal norms found in the continent of Asia, including the Middle
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parents I think it’s like, well no that’s what you are. And over the years, we’ve had arguments
about that. It comes to the point where you need to have balance having both cultural
backgrounds, and it’s also sometimes difficult to do when you want to do something a certain
way, but you need to worry about how the community would react to it or if it’s culturally
acceptable or if it’s religiously acceptable” (P0401F8).
In contrast to the participant from India, a student who is more acculturated based on
their parents still recognizes the stark differences in cultures, which can demonstrate that
ethnicity can be a main factor in acculturation:
“I think Serbia is cool, but it’s also poor and backwards compared to Canada, so I'm
totally alright being Canadian. So, I would say, there’s the innate Eastern European expectations
of children to perform, it’s not quite like the Chinese and Japanese expectations…Its less an
expectation to perform at your best and more an expectation to do well and become successful”
(P0401M7).
By accepting some acculturation, four students reported that their parents retain core
values of their culture but have made some adjustments to their perspectives in order to fulfill
Canadian standards of success, “we as second-generation, we have some influences of the
culture on us but there are also all of our parents seem to have modified their thinking a little bit
just to fit to current time because before…success was having a big family with a lot of kids,
having a husband who is well off,” explains a female undergraduate student (P0325F5). Parents
have seemed to acculturate at a slower pace than their offspring, and have shifted some of their
ideals elsewhere, such as for individualistic values, in addition to the initial values they harbor
from their culture of origin, a female graduate student describes, “although these are some of the
cultural expectations back home in India, over here its more about like, do you have enough to
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kind of take care of yourself and your loved ones? But is your social capital also very rich, is
your connection to other people rich, are you making those efforts to be involved in other
peoples’ lives, are you involved in the community” (P0401F8). As well, a female undergraduate
student adds that “[my mom] thinks that…experiential learning life…having personality and just
kind of being sociable is as good as academic standing” (P03424F3). Two participants still
recognized that the main value that remained despite acculturation was that “it’s almost like it’s
an investment, like we’re investing all this money in you, so you have to achieve success in
education because we invested all this for you,” as clarified by a female graduate student
(P0329F6).
Success in Canadian Culture. Participants identified comparisons between definitions
of success in the students’ cultures of origin versus Canadian culture. In Canada, a majority of
participants (n=7) felt as though the happiness surrounding one’s field of choice is what is the
most important. Second-generation immigrants, such as one female undergraduate student noted
that their parents began to adopt this idea as well but recognize that success in Canada is more
determined by individual fulfillment as opposed to what your parents feel about that path, “It is
more what you did and whether you are successful after you get your job…how you feel about it
[in Canadian culture]” (P0324F3). Participants have also noted that the difference in the freedom
to choose without pressure makes it difficult to compare themselves to third-generation
immigrants with more access to resources, “I have other friends…they have a very different
outlook based on their privilege and what they have been given and I cannot understand it
sometimes, like if you have the resources to do something more…why not do something more?”
(P0325F5).
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Success in Culture of Origin. In Eastern and other typically collectivist cultures, the
emphasis on success is retained despite acculturation, as identified by four of the participants in
this sample. The participants who reiterated this subtheme were of African Canadian, West
Asian, South Asian, and Caucasian/South Asian cultural origin. Participants recognized the
normalcy of comparison and status within their cultures of origin, “You can increase your status
by how much you study, how much you make, what your kids do, it's very nitpicky and
[judgmental]…others could judge you by whether your kids are doing well,” as mentioned by a
female undergraduate student of West Asian origin, specifically from Iran (P0324F3). When
coming to Canada, the most important goal for parents of these cultures is that their children
receive a good formal education, “my culture, they put a lot of emphasis on education…they
really base a lot of success on education,” which was defined by a female graduate student of
African Canadian origin, specifically from Nigeria (P0329F6). There is recognition that
differences in acculturation may affect what is being judged, as some cultures can
“unconsciously hold that mindset of a status [in terms of which universities are best]”
(P0324F3). Immigration status seems related to levels of acculturation, “our extended family, a
lot of them are first-generation immigrants and their kids are like me, and they are secondgeneration immigrants…they are more Westernized than anyone back home and they are a little
more open-minded” (P0324F3).
Parental Expectations
All participants identified at least a minor influence from their parents on their academic
success, as well as a variety of parental expectations involving personal prospects. Within the
theme of parental expectations, three major subthemes emerged. Three participants highlighted
their parents’ sacrifices in order to achieve a better future for their family. Their understanding of
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parental expectations were illustrated by the idea that a child here must work hard in order to
take advantage of the privilege they were given by their parents immigrating to Canada, “My
mother and my father are extremely intelligent people and extremely hardworking…coming to
Canada was a way for us (children) to have a better life and so I feel that has definitely pushed
me to work as hard as I can to make the most of what I am offered,” as quoted by one female
undergraduate participant (P0325F4). Participants (n=3) identified this and honored their parents
by carrying on their expectations and doing their part to “pay their parents back,” quoting a
female graduate student, “it’s almost like paying them back in a sense, you know it’s just an
education, it’s not necessarily money yet. But then, if you get a job that, where you earn a lot of
money, then there the payback will come in” (P0329F6). The participants expressed respect and
gratitude for their parents, and care about continuing their parents’ expectations, such as one
female undergraduate participant, “my parents being who they are and their work ethic, their
intelligence standards…it seems like that what I am supposed to do when they tell me stories
about their parents and how hard they worked…it just seems like something that should be
continued on” (P0325F4). Parents encouraged their children to value education and to do as best
as they could, as explained by a female graduate student, “they always said that education is
important…so you just try your best based on that" (P0329F6). Families of the participants
demonstrated hard work and trying one’s best as main factors in success. One female
undergraduate student mentioned that “my family is also a factor in that just because they have
worked very hard to be where they are" (P0325F5). A female graduate student emphasized that,
“my parents came to the country about 30 years ago, so, for them, they’ve always had that
mentality for me growing up that you should always aim for A’s, always aim for one hundred, be
the best you can be” (P0401F8).
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Aiming High to Achieve Status. Most participants relayed common themes of being
encouraged to pursue “high status” careers by their families due to noticing their child exhibiting
high achieving behaviours, such as good grades, and successful character traits, “[my mom] is
not as supportive as my dad in my decision because she thinks that I would have made a really
good lawyer” (P0324F3). Recognition of high-status career outcomes such as in STEM, the
medical field, or entrepreneurship is highly valued among Eastern cultures (Picot & Hou, 2011;
Somerville & Robinson, 2016), as well as first- and second-generation immigrant groups,
“stereotypically growing up, a lot of times you hear the common like, doctor, lawyer, or engineer
and if you’re one of those three things you’re successful, it’s great. And I know my grandma
when I was growing up, she would always be like, oh it would be so great if you were a doctor”
stated by a female graduate student of South Asian descent (P0401F8), “because my parents are
from Iran, [they] told me to pursue a career as long as it is engineering, or if you actually succeed
in business, then business as well” (P0324F3). Participants reported that their parents expressed
personal satisfaction if their children were to pursue the fields valued by them and their culture,
as stressed by male undergraduate student “dad seems to put more of an emphasis on, because of
the kind of person he is, he puts more emphasis on proper academic achievement, so getting into
med school, that would definitely make him happy” (P0401M7). Status is a major source of
pride and success for these families (n=3) knowing that the success of their children will bring
honor to their family, “I think it's sort of a source of pride that I am this far into post-secondary”
which a female graduate student with Italian roots explained (P0324F2), “I know for her that was
a pride thing too, like she would be so happy and she’d be so proud” (P0401F8).
Expressing Implicit and Explicit Expectations. The participants reported that their
parents tended to explicitly communicate some of their expectations to their children,
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specifically based on the theme of being prosperous and stable in their future. One female
undergraduate described, “their definition of success is really having a stable career in the future
and having a stable life in the future and not having to worry about unhappiness and money”
(P0325F5). Three participants reported that their parents believed that to achieve a successful
future, post-secondary education was mandatory. Participants noted that their parents were aware
that education was essential for future success, “it is fairly mandatory…to be comfortable, you
need a university education, and you need to be specialized” (P0325F5), as well as the need for
high academic achievement, “It's been a message that's been there since I was a child that…you
need to do your best in school so that you can get into a great university and get a job based on
that” as reiterated by a female graduate student (P0329F6). Four participants indicated that to
their parents, the path to success involved getting good grades throughout school and attending
university in a specialized subject that will lead them to a stable career, which would result in a
salary good enough to sustain themselves and their families. Seven of eight participants
highlighted the most important outcome is that the child would be happy in their careers and
fulfill themselves and be the best they can be with whatever they chose to do, “although they
want me to achieve good grades and have a good job and stuff like that and have enough funds
and finances so that I can sustain myself and my future family, success has never really been
about money to them” (P0401F8). An important element recalled by a female undergraduate
student was that “my dad [always] discusses how school, like, proud of me and my grades, he’s
always said knowledge is power, knowledge is success, knowledge [is] everything, so learn for
yourself, learn for what can do to push you further” (P0324F1).
Participants often noted the implicit goals their parents expected or hoped for them. The
parents encouraged them in some careers to pursue, as a female undergraduate student relayed,
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“my mom has always encouraged me towards medicine, and the path, she really let me choose
my own” (P0325F5). A male undergraduate student further explained, “I feel like they try to be
neutral, but you can always feel leanings of them being, for example, more supportive of some
choices than others,” (P0401M7). Participants frequently noted the implicit expectations that
were non-negotiable, such as attending post-secondary school, “They never actually explicitly
ever told me like, you have to go to university, but it was very much just [not] even a question
that I wouldn't,” (P0324F2); which also may be attributable to the general culture they are a part
of, “a lot of people in the culture, I think having money and having property [and] a great job
means you’re successful. And like, going to university is definitely like a must, you need to go to
university in order to achieve these things,” reported a female graduate student (P0401F8).
Participants demonstrated a sense of obligation to go to university and achieve well based
on the experiences of their parents, “although they have never outwardly said it, in a way I felt
like if I did not, I would be disappointing them…because they had done so much leading up to
my life and putting me in a position where I can do what I am doing today” (P0325F4); “Parents
telling me about their grades when they were my age have always made me feel that I need to
meet them at that level, otherwise I will not be seen as equal to my parents, I will be seen as
inferior” (P0325F4).
Taking Advantage of Resources. Similar to the sense of obligation that participants felt
for attending post-secondary school because of their parents’ experiences, participants also
expressed the need to take advantage of the resources they now have access to in Canada,
especially coming from places around the world where resources are limited or unattainable,
which was highlighted by a female graduate student, “they saw all the resources Canada has, it’s
almost like they’re expecting us to succeed because the resources are there compared to not

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

56

having those resources or not being able to take advantage of the resources in Nigeria, so you
kind of have to do well” (P0329F6). Participants were able to see the effort and money invested
in their education and kept in mind that their pursuit to accomplish their goals is important not
only to them, but also to their parents, “my parents have spent countless of thousands of dollars
on lessons and instruments and things like that I was not going to let it get away” (P0325F4)
Self-Efficacy
The consensus and main theme of the sample population of second-generation
immigrants was that they are able to recognize their strengths and weaknesses. Four participants
reported holding high expectations for themselves and demonstrated traits of positive selfefficacy, “graduate school,[was] totally my own choice,” stated a female graduate student
(P0324F2). They seemed quite sure of themselves and their abilities and had clear goals which
they were intent on achieving, such as in the case of a male undergraduate participant “pursuing
post-secondary education, that’s just what I was going to do. There was never any doubt at any
point in my life that I was not going to go to university” (P0401M7). Characteristics of their selfefficacy also developed into diligent work ethics and confidence in one’s academic abilities, “I
am very proud of the work I am doing because I know I work hard” (P0325F5); “I have a strong
work ethic and I call myself a workaholic all the time” (P0325F4). Participants emphasized how
personal gain is a product of their persistence, “[academic achievement] allows you to gain more
knowledge and confidence in yourself and confidence in what you can achieve” (P0325F5).
Goal Adjustment
Within the theme of goal adjustment, there was one additional emerging subtheme.
Disengagement and reengagement strategies were prevalent for this sample of second-generation
immigrants, “I kind of just learned that it’s better to switch into something and be certain about it
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and kind of be more forgiving with yourself and move forward” (P0401F8). Second-generation
immigrants demonstrate the ability to identify an issue in reaching their goal, “(I got low mark)
so I just kind of just accepted that and I’m like okay I’ll go from here” (P0324F1) and are able to
move forward to achieve a different, more accessible goal, “upon looking at prerequisites to
[medical] school, then talking to some of the colleagues…to current medical school students in
current residence, I realized that it was potentially not the best option” explained a female
undergraduate student (P0325F5). They accept that sometimes their ideal outcomes are not
attainable and move forward in their plans to create another desired outcome, “sometimes life
does happen and you kind of just have to accept what comes your way” (P0401F8).
Prioritization and Adjustment. Common utterances in this sample pertained to the way
second-generation immigrant students continued to adjust their goals and the methods by which
this process was accomplished, “I am prioritizing certain things over other things…so sometimes
I do scale back depending on how important they are” (P0325F4). They see that they are
successful, yet push themselves to reach higher goals, “yes, but I could do better…I am satisfied
for right now but obviously if I see that my performance is steady, I will strive for more”
(P0324F3); “I know that I can do better, and I strive to do better and try to get higher and keep
going” (P0325F5). They demonstrated a willingness to adapt based on their goals and work as
hard as they need to in order to succeed, “I also do expect this of myself because I know that
especially with my goals, that medicine is not an easy route at all” (P0325F5).
Motivation
The main theme of motivation generated two subthemes of intrinsic and extrinsic
motivation.
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Intrinsic. Three participants in this sample expressed intrinsic motivation when
providing a rationale for their choices, “what motivated me to pursue graduate school was
because I love to be in university… I always wanted to go into psychology” as per one female
graduate student (P0324F2). A male undergraduate student explained that “I know if I find
something very valuable and I very much enjoy it, there isn’t really any cap to how much effort
I’ll put into it” (P0401M7). They choose to study and pursue their fields of interest because they
brought them personal satisfaction, such as in the case of a female undergraduate participant, “I
chose what I wanted to do more because of my interest and how I think I will feel, or like a
projected feeling in the future…” (P0324F3). They acknowledged their personal wishes to feel
fulfilled by what they are doing, “I want to prove that I am equal with other musicians, I am an
applicable minority in so many ways, I still deserve to be placed on the same podium as
everybody else” (P0325F4), and find that they are able to enjoy the process of learning in itself,
exhibiting key factors of intrinsic motivation, “I want to make sure that I'm getting the most out
of it, because you don’t always get to be, like you don’t always get the opportunity to be a
student and immerse yourself in learning” (P0401F8).
Extrinsic. In addition to intrinsic motivators, five participants acknowledge being
motivated by external rewards, such as monetary success and comfort in their future financial
situations, “finding a good job that will in the long run provide me with the income necessary to
maybe take care of my family and my parents and start planning my own life,” specified by a
female graduate student (P0401F8). It was very common for participants to mention the
motivation of their families alongside themselves as well as the status they would gain in their
chosen field, as two participants encompassed,
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“I want to be financially stable one day to take care of my parents, I want to be
financially stable for my own self. I want to be a lawyer, I wanna have that credibility in society,
I wanna have the credibility in myself to say I can do it, I can do whatever I wanna do”
(P0324F1).
One female undergraduate participant noted that “lucrative for me would be enough to
support me and anyone who I would care about in the future comfortably, not having to worry
about money and being able to do what you want” (P0325F5). In accordance with these extrinsic
motivators, participants also mentioned earlier efforts providing a foundation for their future
endeavors, “I put in all this work to get my master's degree. So now I feel like that motivator to
keep going” (P0324F2). For a female graduate student, “it’s like, you've done all this work so far.
It’s kind of like you have to keep going in order to…validate everything you've done so far”
(P0329F6). Their motivations for school lie outside of their personal interest, and they keep
going because of the thought of promise in success for their future, as per the motivations of a
male undergraduate participant, “anything that I really plan to do with my life, I know I have to
do university for. So, this is a necessity. To live the kind of life I want to live, I have to do well in
school” (P0401M7). All participants also mentioned the impact that their parents had on their
motivations to succeed, “[dad] was the only person out of his siblings who went on to postsecondary. So, I've always found that kind of inspiring, and you know, you want to want to
continue that” (P0324F2).
Control Beliefs
The main theme of control beliefs included three subthemes, including internal control
beliefs, external control beliefs, and hard work for desired results.
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Internal. When asked about their sense of control of results in their lives, three
participants expressed internal control beliefs, “my sense of control and the importance I place
on that feeling has only grown over my life” (P0401M7). Some participants added that although
they have control over their own life outcomes, it would depend greatly on fluctuations of their
psychological states, “if I am in a better place in terms of my mental health, I feel like I can
(control my outcomes) and in the times that I feel like I am not…I feel like no matter how hard I
study, I just cannot, my brain is cloudy” (P0324F3). In terms of attention, participants expressed
that they are more likely to feel like they can control their results when the task at hand is of
interest to them, “now that I'm in something that I'm actually good at and I've demonstrated
before that I have the efficacy to do it, I think the past experience helped me (feel control over
results)” (P0324F2). A male undergraduate student explained, “I could do anything if it was
really important to me and if I really put in the effort” (P0401M7).
Four participants felt as though they had an internal locus of control but could be
influenced by external factors, such as the facts that they do not have control over every aspect of
each situation they are in, “I feel like I have the most control over my results but there are certain
situations where even if I do believe I have the most control, it's not reality” (P0329F6).
Participants acknowledged that a majority of control of outcomes are determined by the
individual, and despite what external factors occur, it is the responsibility of the individual to
handle it, “I do think I have the ability to control my results because though there are outside
factors that may hinder that, I feel that it is how I take those outside factors and either ignore
them or use them to my advantage” (P0325F4). They believe that how much a person is willing
to do controls the outcome of their situation, “there is a certain amount of control that we have
over things and I think that a large part of it is how much you are willing to do” mentioned a
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female undergraduate student (P0325F5). A female graduate student further divulged, “yes and
no because obviously you can decide how much effort you want to put into something and your
efforts that you input are going to sort of reflect the output or the outcomes that you’re going to
get” (P0401F8).
Hard Work for Desired Results. Four participants mentioned that working hard was the
main factor in their achievement outcomes. A female undergraduate student explained that to
gain her desired results, “I guess I will have to work harder but hopefully it will work out for
me” (P03424F3). They understand that achieving their goals means that they must be in control
of their efforts and abilities, “most of the time, yes, I believe you control…you put in the effort to
go beyond your research and understanding, but at the same time, I believe people who don’t
have the self-confidence behind their work are put back farther” (P0324F1). They understand
that they are in control of how they handle external pressures. External pressures affected the
students’ capabilities and influenced the amount expected of the students in post-secondary
school, as explained by a female undergraduate student, “I do not think I am performing up to
standard, I think because of the workload that university is and because I am not used to it as of
yet” (P0325F4). A female undergraduate participant shared her perspective on the desire to
achieve success and their personal perception, “people telling me that I can reach my goal
because I work hard because I am kind of a realist and some would say a pessimist” (P0324F3).
Procrastination. Although procrastination was not a main theme of this study, five
participants shared these challenges during the interviews, “my work ethic is strong, it's just very
delayed. I am a procrastinator” (P0329F6). They recognize that they are capable of doing the
work necessary, as explained by a female undergraduate student, “I absolutely have high
expectations for myself and when I don’t meet those…usually it pushed me down in my head for
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a day, but then I go back like a powerhouse, like I just say let’s get it done let’s do it right, and I
force myself” (P0324F1). Second-generation immigrants possess willingness to work towards
achieving their goals despite drawbacks in their emotional or physical states, especially ones that
were exacerbated by the effects of the COVID-19 mandatory quarantine, “I do not work well at
home because I get distracted very easily when I'm at home,” (P0401F8); “since I moved back to
home and (like) we have been in quarantine and cannot really go anywhere, I have been
struggling with actually getting a lot of my work done on time and doing better” (P0324F3).
They express that despite their struggles, they know how to put forth the effort needed to
complete what they need to.
Discussion
The purpose of this study was to investigate the common themes or occurrences across
second-generation immigrants with high academic achievement (over an 80% average GPA) in
order to gain comprehensive evidence of their unique experiences as bicultural students. This
qualitative study analyzed and expanded prominent variables identified in Study 1, including
acculturation, parental expectations, self-efficacy, motivation, and control beliefs, in addition to
further questioning about participants’ cultures and perceived cultural orientation. By means of
semi-structured interviews with individual participants, the researcher was able to extract similar
instances that second-generation immigrants shared to develop a better frame of reference for
understanding this group’s experiences. The demographics of Study 2 indicated that five out of
eight (63%) of participants identified themselves as part of a collectivistic culture. The remaining
three participants had European cultures of origin that might be associated with some
collectivistic values, although the participants did not indicate that collectivistic values were
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influential for them, and their family’s lives. Therefore, the interviews for second-generation
immigrants should be viewed with these demographics in mind.
The most prevalent theme amongst second-generation immigrants is the shared
experience of parental “sacrifice” of leaving their country of origin to offer a better life for their
offspring. Second-generation immigrants reap the benefits of this effort and have unique
experiences growing up in Canada due to the cultural divide of home life, academic life, and
social life. Seventy-five percent of participants cited information corresponding to the “family
mobilization thesis” (Childs et al., 2015; Heath, Rothon, & Kilpi, 2008) including
acknowledging their parents’ sacrifices and the parents’ ambitions for a brighter future for their
children by moving to Canada. With Canada being one of the wealthiest and most developed
nations in the world (Government of Canada, 2021), the prospects for success are beyond the
capacities of less developed countries, providing incentives for parents to make the difficult
decision of leaving behind their country of origin. At this stage in their lives, the participants
seem well aware of what their parents had done for them in order to have a prosperous future.
They attributed the opportunities in Canada to be more significant and substantial in comparison
to their countries of origin based on information from parents and other relatives (Zhong, 2011).
Participants expressed gratitude, which may have generated an optimistic outlook on their
potential for success that was passed onto them by their parents which they carry in their own
lives.
All participants highlighted one major subtheme of parental expectations in which they
acknowledged their parents influencing their trajectories in school. This could have been due to
parents holding high aspirations and expectations for their child, as well as encouraging them to
always put forth their best efforts. This finding reflects the studies by Yamamoto and Holloway
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(2010) that indicated the heightened expectations immigrant parents hold for their children. This
would be plausible to coincide with the effort parents expect their children to put forth. In order
to achieve well, participants acknowledged that they have to put their best efforts forward, which
was highly encouraged by parents.
Another highly significant topic that emerged was the concept of multiculturalism
amongst the participants. In Study 2, participants vocalized their bicultural identities, citing that
they were “half and half” (P0324F3) Canadian and of their culture of origin, creating a
dichotomous racial category. For example, Asian-Canadian, Arab-Canadian, Indo-Canadian, etc.
were common cultural descriptors amongst this immigrant group. This aligned with previous
studies about second-generation immigrants acknowledging themselves as part of multiple racial
categories (Statistics Canada, 2013). Canadian society is commonly described as a “multicultural
mosaic” where all people are encouraged to retain and confidently identify with their culture of
origin.
Differing ways of measuring success were a particularly prevalent subtheme mentioned
by the participants in Study 2. Differences across immigration statuses and cultural backgrounds
were a determinant of standards of success as reported by 50% of participants. Studies report that
parents of first-generation-immigrants from Eastern cultures harbor collectivistic concerns
regarding family status and social prestige (Somerville & Robinson, 2016). This is in line with
some of the results of the current interviews, as quotes from two participants identifying
themselves as South Asian indicated. This is carried out by acknowledging the degree of
financial success their child would be able to attain, which drives the distinctions of how success
is measured in different cultures, namely Eastern ones such as West Asian, South Asian, and East
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Asian cultures (2016). In these cultures, prestige and social status are a sign of success within an
individual, which would extend upon the family due to collectivistic ideals.
Participants utilized the term “Westernization” to describe the individualistic natured
society in Canada, typically different to that of their cultures of origin. “Westernization” is
defined as the accumulation of Western European standards of education, practices, cultural
norms, language, and other common lifestyle norms (Britannica, 2020). “Westernization” was a
common theme amongst participants, as they recognized differences in levels of strictness and
values depending on levels of acculturation, as well as culture. The topics that emerged about
Westernization were similar to the findings in relevant literature concerned with the rates at
which second-generation immigrants and their parents acculturate. Due to being more
consistently influenced by the majority culture of Canada, second-generation immigrants accrue
cultural adjustments and value systems that are different from their parents, leading to different
ideas of constructs such as peer relations, social behavior, and gender roles (Berry, 2005; Tyyskä,
2008). Acculturative constructs also overlapped greatly with parental expectations, as parents
held different expectations of their children often based on their retention of cultural values.
Participants recognized that when parents acculturated similarly to their children, levels of
“strictness” were lowered compared with those with parents who were not as acculturated.
Studies demonstrate that this is a common occurrence amongst second-generation immigrants
and their parents, as acculturation plays a role in the differences of opinions amongst
intergenerational households (Kwak & Berry, 2001). As well, the term “selective acculturation”
has been used to indicate the distinctions of segmented assimilation theory (Friberg, 2019; Zhou,
1997) that applies to children of immigrants and the varying outcomes of their acculturative

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

66

process. This theory seems to be highly applicable in the accounts of the second-generation
immigrants of this study.
From quotes extracted in Study 2, ethnicity and immigration status make a significant
difference in parental understanding of the education systems in Canada. With a parent (or
parents) who are more informed about the educational processes that their children will
encounter in schooling in Canada, they may be able to provide more insight and assistance with
their children’s pathway through academia. This is taken in the example that one female
undergraduate participant who has both a second-generation immigrant parent and a thirdgeneration immigrant parent that identified as Caucasian. The participant (P0324F1) mentioned
that her parents made some calls to their friends prior to her application and admission into
Wilfrid Laurier University. She attributed the acceptance into her program of choice to the help
provided from her parents. Parents with more exposure to Canadian society by means of culture
or immigration status more often may be aware of more resources, perhaps being able to access
them more easily than their immigrant parent counterparts. This theory may have been
supplemented by asking the participants of their parents’ education backgrounds and
socioeconomic status.
Participants identified that success within Canadian culture was defined differently than
in their culture of origin, and how their parents had begun to adapt their perceptions of success
into more “Westernized” standards as previously discussed. In Canadian culture, more
acculturated parents identify success with a focus on individual fulfillment. For one’s culture of
origin, success takes form in a product-based approach, with the degree of status that one can
achieve with their education path, as well as what materialistic gains can be made from
achievement. Participants noticed the differences between immigration statuses and their
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outlooks on achievement by comparing themselves to their peers or people in their own families
that had varying generational differences. Second-generation immigrants highlighted this
difficulty in their own lives with their choices of fields to pursue and how to measure their own
success. Along with the findings of this study, relevant literature identifies this to be consistent in
Canadian culture for immigrants (Yaghoub Zadeh, Geva, & Rogers, 2008).
In terms of motivators, the participants of this study were able to provide insight into the
roles that different motivations held in their academic careers. Intrinsic motivation was used for
fulfilling their internal desires, such as pursuing a field of their personal interest or for selfvalidation to prove that they are equal with others in their field, as mentioned by a female
undergraduate student, or because they truly enjoy what they are doing. Intrinsic motivation was
more often cited by participants when asked “what are some motivators that you have that affect
your academics?” External motivators were highlighted as well, with participants frequently
mentioning desires for financial stability, finding a stable job, flexibility, and the prospect of
bringing success to themselves and their families in the future. Many participants identified that
their intrinsic motivators were supplemented by extrinsic motivators such as financial stability
and pride for their families, therefore remaining in line with current research about benefitting
from intrinsic motivation regulated by extrinsic motivation for academic success in Canadian
institutions (Areepattamannil & Freeman, 2008; Freeman & Klinger, 2011; Isiksal, 2010).
To ensure academic success, participants reported that their parents gently encouraged
them to pursue a “valuable” career path, in which their parents would voice explicit expectations
such as needing to pursue post-secondary education and achieving good grades to have a
successful future. This evidence is supported by relevant research that highlights parental beliefs
that a career path in a more prestigious and “secure” field would hold promise for the best
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possible future for their children (Picot & Hou, 2011; Somerville & Robinson, 2016). These high
expectations in terms of high educational and career aspirations are relevant occurrences for
second-generation immigrants in Canada according to relevant research (Boyd, 2008).
Participants also listed expectations their parents held that were connected to the greater scope of
their culture. For example, one female graduate student from a South Asian background reported
knowing that to a lot of people in her culture attribute having money, property, and a great job as
markers of success.
Relevant to the opportunities that are made available in a prosperous country such as
Canada, participants mentioned that it was important to take advantage of the resources they had
available to them and their families as a result of coming to Canada. Relevant research claims
that many families choose to enroll their children in extracurricular activities to aid in their
academic achievement, and this may be the situation for second-generation immigrants. In
Canada, third-generation immigrants are more likely to be enrolled in extracurricular activities
such as sports due to the economic resources they have that immigrant families may not (Chui,
Tran, & Maheux, 2006), or immigrant families may choose to allocate their finances to invest in
tutoring to ensure long-term success and financial prosperity for their children, since they believe
it is directly linked to success in school. For participants, they acknowledged how resources
available to students were not as accessible in their countries of origin. This remains in line with
relevant research, describing the recent increase in prevalence and accessibility of resources for
academic aid despite lack of scope and policy regulation found in many European and Eastern
Asian countries (Silova, 2010).
By extracting major subthemes in Study 2, self-efficacy was able to be better understood
by participants mentioning their goals and persistence in academia. Relevant research highlights
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that second-generation immigrant have higher reports of academic persistence rates and selfefficacy than their first-generation immigrant counterparts (Vuong, Brown-Welty, & Tracz,
2010). By the reports that the participants in this study gave, they hold their strengths in high
regard, recognize their own persistence to engage in academia at higher levels, and hold positive
future goals for themselves. Despite this, procrastination was a common theme that emerged
from participants, with 63% of participants mentioning their ongoing struggles with time
management and discipline. Although it is common to believe that procrastination is a byproduct
of lowered self-efficacy (Klassen, Krawchuk, & Rajani, 2008), relevant research also identifies
the difference between traditional procrastination with lack of self-efficacy versus active
procrastination, where students would be able to work well under pressure (Chu & Choi, 2005).
A female graduate participant echoed this finding, stating that she sometimes works best under
pressure. It is challenging to differentiate the type of procrastination within the confines of the
present study given that at the time of the qualitative interviews, the participants were
approximately one month into a nation-wide pandemic. The results of the interviews could have
been influenced by that new source of amplified stress.
The emerging subtheme was concerned with the effects of COVID-19 lockdown
procedures on the productivity of the participants. Due to the circumstances of Ontario’s
response to the COVID-19 pandemic such as imposing quarantine measures, it would be difficult
to differentiate the quotes the participants provided from their routine habits compared to the
habits they have adopted over a month into the isolating quarantine. Some participants
mentioned how their procrastination was exacerbated by the conditions they were placed in due
to the lockdown. Two female participants, one undergraduate and one graduate, stated that
especially this quarantine situation it had not been the easiest, and that they become distracted
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easily at home. They highlighted a need a change of space to distinguish time for relaxation from
work.
By trying to understand more about goal adjustment, second-generation immigrants cited
information regarding their experiences with reengagement and disengagement. Participants
generally embodied the goal adjustment process, as they were aware of their abilities to see goals
that were unfit and adjust them to be more accessible. Participants mentioned their strategic goal
setting to pursue success in future, which remained in line with current literature (Boudrenghie et
al., 2012; Ntoumanis & Sedikides, 2018). Research about goal adjustment mostly pertains to
first-generation immigrants (Frank & Hou, 2017), although it seems that second-generation
immigrants may have learned the behaviors and attitudes of their parents, who most likely
needed to make some adjustments once they immigrated to Canada. Second-generation
immigrants acknowledged that they are able to prioritize their main goals and make adjustments
based on circumstances in their lives. Alongside their high expectations for themselves, they
often mentioned prioritizing advancing themselves further in their education and/or careers.
There is a lack of research to confirm this finding, although it seems that these high aspirations
could have been inherited from their parents (Rootham, 2008).
Control beliefs were cited to be a significant source of control over outcomes, notably
through having internal control beliefs and acknowledging external influences that should be
attended to, such as one female undergraduate student summarizing how external factors may
hinder their efforts, but it is within their abilities to allow the hinderance or to adjust accordingly
(P0325F4). In line with relevant research, minority students prioritize internal control beliefs
while observing the effects of external influences (Li, 2003; Yan & Gaier, 1994).
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Participants recognized that their upbringing was different than their parents due to a
more “accepting” environment during the time they attended school, as opposed to their parents’
times and experiences. Participants cited the discriminatory and anti-immigrant attitudes their
parents had endured, which were quite prevalent in Canada as immigration rose in the late
twentieth century (Palmer and Driedger, 2015). According to the Ethnic Diversity Survey by
Statistics Canada in 2003 (as cited in Palmer and Driedger, 2015), visible minorities and more
recent immigrants were more likely to experience discrimination because of their ethno-cultural
attributes than second-generation immigrants. Second-generation immigrants still face forms of
prejudice themselves, but in contrast to the discrimination faced by their parents, the
discrimination the participants face is less overt, although still distressing (Arthur, Chaves, Este,
Frideres, & Hrycak, 2008). This is highlighted well by one female graduate participant of South
Asian descent who summarized how things have changed over time, noticing an increase in
tolerance for different beliefs and backgrounds by means of more accessibility to diverse
establishments.
General Discussion
Results of Study 1 and Study 2 provided insights about students of different immigrant
groups partaking in post-secondary education in Canada. By integrating the results for each
construct across data sources, these studies were able to draw conclusions about immigrant
groups and the cognitive processes related to their academic achievement.
What was most significant in this study was that contrasting current Canadian literature,
the data of this study uniquely revealed that first and second-generation immigrant students
performed almost at par with each other, which was lower than third-generation immigrants.
Other sources of literature hypothesized that this could be due to differing environments between
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immigrant and “non-immigrant” groups (Ma, 2003; Tseng, 2004, Volante, Klinger, Bilgili, &
Siegel, 2017), including more domestic responsibilities pertaining to the duties of the immigrant
(first and second-generation) groups. Results of the interviews confirmed that this could be a
plausible explanation, as one female undergraduate participant cited their household
responsibilities such as being a good role model and taking more responsibility around the house
as a part of their culture (P0325F5).
Alternative plausible explanations for this result could have been due to the sample from
which this data was collected. The largest cohort of students in this study were enrolled in the
psychology program at 30% of the total participants. It could be possible that this university
sample was not representative of the second-generation immigrants that are in more “valued” or
“prestigious” fields in their culture, such as in medicine, science, or mathematics (Picot & Hou,
2011; Somerville & Robinson, 2016). As well, a possible factor contributing to the higher-grade
performance of third-generation immigrants may be due to the greater access and awareness of
educational resources from which they benefit (Zhong, 2011). Participants recognized this
difference in the interview portion of the study, identifying some privilege of access to extracurricular resources that their third-generation counterparts may benefit from, as mentioned by a
female undergraduate student (P0325F5).
The quantitative results revealed that in line with relevant literature (Statistics Canada
2013), ethnicity was correlated to immigrant status, with first-generation immigrants identifying
with fewer ethnicities than second-generation immigrants, and third-generation immigrants
identifying with the most cultures. Ethnic ambiguity and having parents from different cultures
and immigration statuses were found to be a topic of conversation amongst the secondgeneration immigrant cohort of participants in the interview section of the study. Participants
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with at least one Canadian parent identified more strongly as a Canadian, for example, one male
undergraduate participant defined his family as being “thoroughbred” Canadians, despite his
family’s roots in Serbian ethnicity. This statement comes as a distinct contrast to another female
graduate participant explaining the cross-cultural distinctions between her culture of origin and
the culture dominant in Canadian society, as mixing cultures provides her with the opportunity to
pick up on both values.
The formation of bicultural identities in the sample is a unique aspect found amongst the
second-generation immigrant group, which remains in line with relevant literature in Canada
(Sodhi, 2008), as well as the findings that multicultural households are salient in this population
and have strong influences on identity formation (Statistics Canada, 2017). According to the
results of this study, congruent with relevant literature a clear distinction can be found with
regard to bicultural identities, where second-generation immigrants were found to be more
acculturated than first-generation immigrants yet less acculturated than third-generation
immigrants. This is supported by reports from participants acknowledging a form of
acculturation in which they have described as “Westernization.” In this form of acculturation, the
values that parents of “Western,” or individualistic culture are deemed more lenient, which falls
in line with relevant literature (Kwak & Berry, 2001; Ward, 2004; Lanphier & Abu-Laban, 1982).
Parental expectations were a salient theme in both Study 1 and Study 2. Secondgeneration immigrants were found to experience higher levels of parental expectations than
third-generation immigrants, but not as much as first-generation immigrants, which was also in
line with research (Somerville & Robinson, 2016; Yamamoto & Holloway, 2010). The
participants in Study 2 regarded their parents’ high expectations for success, but they were also
reported to be supportive of the choices their children made if it was something that could make
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them happy and ensure a stable future, which also remained in line with relevant literature (Picot
& Hou, 2011).
Regarding self-efficacy, there was a disconnect between the results of Study 1 and Study
2. In Study 1; second-generation immigrants reported having lowered grades due to higher selfefficacy. In Study 2, the participants regarded their efforts and self-efficacy to be generally
positive, while also mentioning their procrastinating habits. Relevant literature cites that active
procrastination may be a commonality amongst students, where they are able to work well under
pressure (Chu & Choi, 2005). With the results of Study 1, perhaps the ability to work well under
pressure does not result in a good outcome, specifically in GPA. There is a lack of reliable
literature to confirm this hypothesis. Additionally, it can be factored into the analysis that the
participants in Study 1 mostly consisted of students in the first and second years of their
programs, while the participants of Study 2 had a sample of 38% as graduate students. It may be
possible that upper-level students may have refined their self-efficacy and academic achievement
as they have gained more experience with schooling. Additionally, there may be more complex
differences between undergraduate and graduate students that were not accounted for in this
study.
The participants of Study 2 were able to provide insight on the results of Study 1
regarding efficacy with intrinsic motivation as well as with reengagement. Participants
mentioned strategic goal setting based on their perceived strengths and abilities. A female
undergraduate participant explained this process by describing their pursual of academic
achievement due to striving to hold herself to the same standard that she has accomplished
before (P0324F3). Second-generation immigrants want to achieve for their own intrinsic gain

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

75

and are willing to reengage their goals to achieve what they strive for, similar to the findings of
relevant literature (Vuong, Brown-Welty, & Tracz, 2010).
Second-generation immigrants relayed that GPA was influenced by motivation of all
types, including intrinsic motivation, extrinsic motivation, and amotivation. This result bore
some similarity to relevant literature regarding intrinsic motivation being regulated by extrinsic
motivation (Areepattamannil & Freeman, 2008; Freeman & Klinger, 2011; Isiksal, 2010), which
was also significant in the results of Study 2. Participants favored their intrinsic motivators while
still acknowledging their aspirations for their external motivators, such as financial stability,
family prestige, and flexibility.
The present study was able to contribute to the relevant literature about issues regarding
the cross-generation cohorts. Similarities and differences in patterns of performance on measures
of acculturation, self-efficacy, goal adjustment, motivation, and achievement, as well as
perceived parental expectations were found across the three groups: first-generation, secondgeneration, and third-generation immigrants. Relationships were examined among key variables,
including GPA and vocabulary knowledge, for the three groups. The results of this study raised
many questions and gave insight to unexpected results that may garner further research.
Limitations and Future Directions
There were several limitations present in this research study. Regarding the measures of
the questionnaires in Study 1, there was the potential for inconsistent understanding of the
definitions of constructs measured, such as for motivation, control beliefs, or self-efficacy that
could vary based on collectivistic or individualistic cultures (Klassen, 2004; Klassen, 2004).
These specific constructs were calibrated based on independent and individualistic contexts that
may not have considered having cross-cultural competence. There was a major limitation in the
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scale for control beliefs, as the results of the statistical analysis and test for reliability were
deemed unreliable, and therefore invalid for analysis. This resulted in the exclusion of the control
beliefs scale in the quantitative analysis, although the results of the qualitative analysis provided
salient data for use in understanding second-generation immigrants’ experiences with the control
beliefs they and their cultures held. The results of the analyses also revealed that secondgeneration immigrant grades were influenced by all forms of motivation, including intrinsic,
extrinsic, and amotivation. This may have resulted from a lack of clarity of the measure, or an
external factor that may have negatively influenced this measure’s outcome. Additionally, the
bilingual dominance scale was qualitative in nature and was difficult to measure reliably as a
quantitative measure, as well as only being applicable to a small subgroup of the participants.
This scale did not provide any constructive or valuable supplement to the research, therefore,
was not used in the analysis.
A major limitation of the study included being impacted by the COVID-19 related
closures that began in March of 2020. This affected the responses of some of the participants in
Study 2, revealing hardships that emerged due to the stressful nature of the pandemic and
significant changes in their lives, such as needing to move back home with their parents,
isolation from classmates and friends, adapting to online learning, and the emotional and
psychological toll that these factors presented. The data did not examine the full range of
Canadian experiences in terms of ethic and educational backgrounds. It would require careful
consideration and additional research to accurately convey the complexities of all population
groups (Ball & Janyst, 2008).
Limitations regarding other populations in this study include a lack of consideration for
complexities between the graduate and undergraduate student sample populations. This study
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produced some counterintuitive results, and this may have been due to the mixing of populations
that may or may not be very different in nature. As well, there may have been a limitation
regarding generalization of these results for non-university populations, such as for those in a
college or high school setting. Greater variability of academic performance might occur
specifically in high school settings. However, due to convenience sampling, for the purposes of
this study, a university sample was used. Additionally, this study did not measure and control for
first-generation university student status, in terms of students who were the first ones in their
families to attend university. Finally, due to some counterintuitive quantitative results that were
achieved, the positive and negative impacts of the constructs measured were not able to be
specifically defined for this sample.
Future directions of this study could include collecting data from a larger sample size and
incorporating further examinations of the background of the participants’ parents, such as
socioeconomic status, parental education levels and parenting styles (Abada, Hou, & Ram, 2008;
Kucera, 2008). Additionally, incorporating controls for the differences in specific ethnicities,
gender analytics (as this may be affected by cultural norms)(Ayman & Korabik, 2010), and birth
order would have been beneficial. As well, variables such as controlling for parents who were of
different immigration statuses could have been included. This variable includes parental
interactions such as having one second-generation immigrant parent and one third-generation
immigrant parent. Since this factor was discussed by two participants in the qualitative interview
section, the implications of having parents of two different immigration statuses could be a more
salient variable than initially reported. An additional control measure based on age of
immigration of the participants could have been included in the questionnaire, which could help
mediate acculturation scores or affect the immigrant cohort of which one would be classified as.
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The section of the questionnaire that asked for participant ethnicity could have been controlled
by including more comprehensive alternatives, such as expanding the definition of “Caucasian”
with options such as American, European, Oceanic, etc., or (as suggested by a participant),
substitute the ethnicity of “African Canadian” to “Black Canadian” (or include both options) to
be more accurate. However, some of these changes might have resulted in too many subgroups,
thus, the groupings of participant ethnicities and immigration status were simplified (in
accordance with the Government of Canada’s definitions of immigrant groups) for purposes of
interpretational ease.
Additional input from participants of other immigration statuses by interviewing them
could supplement the data collected in this study and provide a more robust understanding of the
differences between the immigrant group populations. This study could also benefit by being
expanded to analyze cross-cultural differences of immigrant attitudes and success between
Canada and the United States, as much evidence for the success of immigrants varies due to the
different cultures of the two countries. The current study expanded the literature to Canada since
a majority of studies were based in the United States, and conclusive evidence of the theories
explored is significantly lacking or inconsistent in Canada. Replication of this study may need
these adjustments, or the alternative, to exclude some variables in order to make the study more
cohesive and focused.
With the results of this study, it is necessary to consider possible solutions for students of
all immigration statuses to further succeed in post-secondary education. Prevalent issues
highlighted in this study could be addressed by the addition of initiatives for mentorship in
universities from peers with similar experiences or immigration statuses, such as support groups
or study groups for new immigrants to Canada, or for students who share similar cultures. With
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these changes, relatability and a sense of community can be achieved within these groups.
Additionally, universities may be able to establish alternative learning methods for learners with
different cultural contexts, or to be able to relay lessons in more comprehensible terms in order
for students to grasp concepts better. As well, there is a great need for more access and awareness
of academic resources of help, as they may be available, but scarcely mentioned by professors in
classes.
Conclusion
The purpose of this study was to explore the differences in academic success for immigrant
groups based on variables related to achievement. In investigating first, second, and thirdgeneration immigrant groups, many contrasts were evident amongst these groups. It was found
that not only do these groups differ in their academic achievements, but these groups are unique
from one another in key areas. What separates these groups is their cultural background and
immigration status, which is shown to help shape their attitudes and cognitive perspectives. It is
unrealistic to expect upward mobility from an entire group (Zhou & Lee, 2008), as it should be
expected that not every group or individual will align with broad conclusions. Differences based
on immigration status amongst students in post-secondary education provide some important
insights into factors related to educational attainment and success across different groups of
immigrants.
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Tables
Table 1
Ethnicity of participants
Ethnicity
Caucasian/European
South Asian
East Asian
West Asian
African Canadian/Black
South American/Hispanic
Caucasian/European and East Asian
Caribbean
West Asian and Caribbean
Caucasian/European and South Asian
Caucasian/European and West Asian
Caucasian/European and Caribbean
West Asian and South American
N = 167

Frequency
70
29
18
17
12
6
4
3
2
1
1
1
1

Percent (%)
41.9
14.7
10.8
10.2
7.2
3.6
2.4
1.8
1.2
0.6
0.6
0.6
0.6
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Table 2
Ethnicity of participants by immigration status
Ethnicity
Caucasian/European
South Asian
East Asian
African Canadian
West Asian
South American/Hispanic
Caucasian/European and East Asian
Caribbean
Caucasian/European and South
American/Hispanic
Caribbean and South
American/Hispanic
Caucasian/European and South Asian
Caucasian/European and West Asian
Caucasian/European and Caribbean
West Asian and South American
N = 167

First-Generation
Immigrant
5
13
7
3
10
2
0
0

Second-Generation
Immigrant
27
15
11
8
7
4
3
3

Third-Generation
Immigrant
38
1
0
1
0
0
1
0

0

2

0

0

2

0

0
0
0
0

1
1
1
1

0
0
0
0
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Table 3
Program enrollment
Program
Psychology
Kinesiology
Biology
Health Science
Business
Core Sciences
Sociology
Music
Psychology and Neuroscience
Communications
Economics and Management
Undeclared
Computer Science and Psychology
English
Global Studies
Mathematics
Political Science
N =167

Frequency
62
21
17
13
9
7
7
6
5
5
4
3
3
2
1
1
1

Percent (%)
37.1
12.6
10.2
7.8
5.4
4.2
4.2
3.6
3.0
3.0
2.4
1.8
1.8
1.2
0.6
0.6
0.6
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Table 4
Reliability analysis for the Academic Motivation Scale for College Students (Vallerand, Pelletier,
Blais, & Brière, 1992)
Scale

Questions

Cronbach’s Alpha (α)

Amotivation

5, 12, 19, 26

0.910

Intrinsic

2, 4, 6, 9, 11, 13, 16, 18, 20,

0.915

23, 25, 27
Extrinsic

1, 3, 7, 8, 10, 14, 15, 17, 21,

0.860

22, 24, 28
Σ Amotivation, Intrinsic, and
Extrinsic

1-28

0.872
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Table 5
Average GPA across immigrant groups
Immigration Status
First-generation
Second-generation
Third-generation
N = 167

Sample (n)

Average GPA

40
86
41

74.90
74.15
77.24

Standard
Deviation
9.156
7.492
8.001

Mean Grade
Category
1.87
1.91
1.66
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Table 6
Between subject comparisons for immigrant groups
First-generation
Immigrants

Third-generation
Immigrants

M
(SD)

Secondgeneration
Immigrants
M
(SD)

M
(SD)

F Value and Sig

Enculturation

49.05a
(11.00)

50.85a
(12.25)

60.26b
(6.52)

12.92**

Acculturation

46.44a
(8.01)

51.29b
(5.93)

56.92c
(3.12)

29.15**

Efficacy

27.43
(5.40)

26.96
(4.69)

26.90
(4.02)

.160

Parental
Expectations

34.83a
(10.91)

32.07a
(8.35)

26.46b
(7.39)

9.67**

Amotivation

8.53
(6.01)

8.04
(4.75)

6.36
(4.31)

2.10

Extrinsic
Motivation

67.47
(13.86)

68.77
(9.29)

67.40
(8.25)

.337

Intrinsic
Motivation

59.41
(13.55)

53.81
(13.34)

55.03
(13.56)

2.21

Language

60.03
(15.07)

60.38
(15.75)

63.26
(14.58)

.569

Disengagement

11.88
(1.62)

11.90
(1.97)

11.63
(1.78)

.327

Reengagement

23.31
(3.70)

22.40
(3.28)

22.07
(3.09)

1.51

** p< .001
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Table 7. Correlations of variables amongst all immigrant groups
Variable
Immigration
Status

1

Grades

-.103

Ethnicity

-.241**

.044

Number of
Languages

-.491**

-.141

.075

Efficacy

-.039

-.370**

-.014

.210**

Parental
Expectations

-.317**

.069

.057

.246**

-.007

Amotivation

-.151

.317**

.084

.085

-.393**

.123

-.004

.020

.062

0.070

.214**

.271*

-.194*

-.111

-.175*

.052

.092

.365**

.192*

-.423** .498**

Language Ability

.074

-.157*

-.143

.055

.069

-.129

-.079

-.123

-.012

Disengagement

-.048

-.085

.066

.003

.024

.030

.039

.081

.026

-.004

Reengagement

-.128

-.099

.095

.156*

.308**

.103

-.165*

.112

.216**

.034

.189*

Enculturation

.344**

-.066

-.060

-.356**

-.053

-.183*

-.200*

-.064

.053

.010

-.041

-.053

Acculturation

.526**

-.099

-.376**

.098

-.160*

-.143

.126

.136

.053

.134

Extrinsic
Motivation
Intrinsic
Motivation

2
-.103

3

4

5

6

7

8

9

10

11

12

13

14

-.039

-.317**

-.151

-.004

-.111

.074

-.048

-.128

.344**

.526**

-.141

-.370**

.069

.317**

.020

-.175*

-.157*

-.085

-.099

-.066

-.099

.075

-.014

.057

.084

.062

.052

-.143

.066

.095

-.060

-.081

.210**

.246**

.085

.070

.092

.055

.003

.156*

.365**

.069

.024

.308**

-.053

.098

.192*

-.129

.030

.103

-.183*

-.160*

-.194* -.423**

-.079

.039

-.165*

-.200*

-.143

.498**

-.123

.081

.112

-.064

.126

-.012

.026

.216**

.053

.041

-.004

.034

.010

.136

.189*

-.041

.053

-.053

.134

-.241** -.491**
.044

-.081

-.007

**Correlation is significant at the 0.01 level (2-tailed).
*Correlation is significant at the 0.05 level (2-tailed).

-.393** .214**
.123

.271**

.041

-.356** -.376**

.246**
.246**
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Table 8. Correlations of variables amongst first-generation immigrants
Variable
Immigration
Status

1

2

Grades

3

4

5

6

7

8

9

10

11

12

13

14

.284

-.289

-.299

-.160

.347*

-.196

-.031

-.121

.016

-.228

-.243

.142

.032

-.249

.201

.331*

.042

.253

-.214

.058

.183

-.122

.168

.435**

.014

.027

-.066

.019

.293

-.081

.242

-.184

-.226

.040

.447**

.200

.191

.323*

.021

.373*

.052

.186

-.137

.481**

.482**

-.108

-.072

-.047

-.067

.014

-.333* -.442**

-.270

-.133

-.314

-.182

-.206

.645**

.028

.023

.224

.040

.222

.001

-.044

.282

.214

.088

.257

.181

-.160

.157

.245

.066

.284

.192

.493**

Ethnicity

.284

Number of
Languages

-.289

.032

Efficacy

-.299

-.249

.435**

Parental
Expectations

-.160

.201

.014

.040

Amotivation

.347*

.331*

.027

.447**

-.137

-.196

.042

-.066

.200

.481**

-.333*

-.031

.253

.019

.191

.482**

-.442** .645**

Language Ability

-.121

-.214

.293

.323*

-.108

-.270

.028

.001

Disengagement

.016

.058

-.081

.021

-.072

-.133

.023

-.044

.257

Reengagement

-.228

.183

.242

.373*

-.047

-.314

.224

.282

.181

.245

Enculturation

-.243

-.122

-.184

.052

-.067

-.182

.040

.214

-.160

.066

.192

Acculturation

.142

.168

-.226

.186

.014

-.206

.222

.088

.157

.284

.493**

Extrinsic
Motivation
Intrinsic
Motivation

**Correlation is significant at the 0.01 level (2-tailed).
*Correlation is significant at the 0.05 level (2-tailed).

.042
.042
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Table 9. Correlations of variables amongst second-generation immigrants
Variable
Immigration
Status

1

2

Grades

3

4

5

6

7

8

9

10

11

12

13

14

-.065

-.206

-.419**

.075

.368**

.258*

-.264*

-.125

-.174

-.018

.121

-.112

-.091

.031

-.184

.004

.057

.043

-.142

.044

.074

.165

.114

.126

.238*

-.005

-.117

.082

.032

.004

.029

-.311**

-.158

-.079

-.519**

.175

.488**

.006

.126

.287**

-.063

.149

.235*

.040

-.013

-.101

.068

.065

-.034

.052

-.084

-.376**

-.095

.104

-.114

-.191

-.016

.474**

-.169

.110

.016

-.083

.071

.031

.062

.184

.089

.115

-.029

.011

-.049

.175

.267*

-.104

.053

.003

.167

Ethnicity

-.065

Number of
Languages

-.206

-.091

Efficacy

-.419**

.031

.126

Parental
Expectations

.075

-.184

.238*

-.079

Amotivation

.368**

.004

-.005

-.519**

.235*

.258*

.057

-.117

.175

.040

-.264*

.043

.082

.488**

-.013

Language Ability

-.125

-.142

.032

.006

-.101

-.095

-.169

.031

Disengagement

-.174

.044

.004

.126

.068

.104

.110

.062

-.029

Reengagement

-.018

.074

.029

.287**

.065

-.114

.016

.184

.011

.267*

Enculturation

.121

.165

-.311**

-.063

-.034

-.191

-.083

.089

-.049

-.104

.003

Acculturation

-.112

.114

-.158

.149

.052

-.016

.071

.115

.175

.053

.167

Extrinsic
Motivation
Intrinsic
Motivation

**Correlation is significant at the 0.01 level (2-tailed).
*Correlation is significant at the 0.05 level (2-tailed).

-.084
-.376** .474**

.036
.036
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Table 10. Correlations of variables amongst third-generation immigrants
Variable
Immigration
Status

1

2

Grades

3

4

5

6

7

8

9

10

11

12

13

14

.040

-.134

-.389*

.212

.069

-.233

-.143

-.236

-.003

-.175

-.142

-.189

.178

-.070

.430**

-.096

.069

.072

.017

.070

.110

-.258

-.262

.051

-.057

.079

.001

-.035

.014

.012

.081

-.055

.096

.033

.013

.383*

.300

-.091

-.280

.250

-.226

.141

.106

.433*

.151

-.140

-.020

.289

-.180

.082

-.258

.604**

.252

.063

-.139

.077

-.061

.488**

-.265

.106

.192

-.224

.347*

-.094

-.002

.151

-.174

.277

-.178

-.041

.272

-.039

-.103

.211

-.032

-.529**

-.147

Ethnicity

.040

Number of
Languages

-.134

.178

Efficacy

-.389*

-.070

.051

Parental
Expectations

.212

.430**

-.057

.033

Amotivation

.069

-.096

.079

.013

.106

-.233

.069

.001

.383*

.433*

-.258

-.143

.072

-.035

.300

.151

.604**

.488**

Language Ability

-.236

.017

.014

-.091

-.140

252

-.265

-.094

Disengagement

-.003

.070

.012

-.280

-.020

.063

.106

-.002

-.178

Reengagement

-.175

.110

.081

.250

.289

-.139

.192

.151

-.041

-.103

Enculturation

-.142

-.258

-.055

-.226

-.180

.077

-.224

.272

.211

-.529**

Acculturation

-.189

.096

.141

.082

-.061

.347*

-.039

-.032

-.147

Extrinsic
Motivation
Intrinsic
Motivation

-.262

**Correlation is significant at the 0.01 level (2-tailed).
*Correlation is significant at the 0.05 level (2-tailed).

-.174
.277

.288
.288
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Table 11
Predictors of GPA for first-generation immigrants
Total R2= .127
Variables

β

Std. error

df

t-value and sig.

Enculturation

.219

.125

30

1.750

Efficacy

.190

.296

30

.643

Parental
Expectations

.008

.156

30

.050

Intrinsic
Motivation

-.128

.141

30

-.907

Extrinsic
Motivation

.109

.135

30

.807
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Table 12
Predictors of GPA for second-generation immigrants
Total R2= .405
Variables

β

Std. error

df

t-value and sig.

Enculturation

-.058

.063

68

-.919

Efficacy

.492

.196

68

2.511*

Parental
Expectations

.091

.099

68

.913

Intrinsic
Motivation

.237

.076

68

3.108*

Extrinsic
Motivation

-.457

.093

68

-4.906*

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

113

Table 13
Predictors of GPA for third-generation immigrants
Total R2= .383
Variables

β

Std. error

df

t-value and sig.

Enculturation

.349

.170

34

.049*

Efficacy

.869

.290

34

2.997*

Parental
Expectations

-.226

.161

34

-1.401

Intrinsic
Motivation

-.033

.090

34

-.363

Extrinsic
Motivation

.232

.169

34

1.371
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Table 14
Predictors of language ability for first-generation immigrants
Total R2= .036
Variables

β

Std. error

df

t-value and sig.

Acculturation

.191

.332

28

5.77

Enculturation

-.188

.242

28

-.776

Intrinsic
Motivation

-.006

.260

28

-.024

Extrinsic
Motivation

.010

.251

28

.039
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Table 15
Predictors of language ability for second-generation immigrants
Total R2= .143
Variables

β

Std. error

df

t-value and sig.

Acculturation

.647

.323

65

2.003*

Enculturation

-.116

.154

65

-.751

Intrinsic
Motivation

.151

.175

65

.862

Extrinsic
Motivation

-.653

.241

65

-2.709*
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Table 16
Predictors of language ability for third-generation immigrants
Total R2= .149
Variables

β

Std. error

df

t-value and sig.

Acculturation

-.432

.927

31

-.466

Enculturation

.675

.438

31

1.541

Intrinsic
Motivation

.119

.207

31

.574

Extrinsic
Motivation

-.409

.352

31

-1.163
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Appendices
Appendix A
(Abada, Hou, and Ram, 2008; Statistics Canada, 2018)
Please mark one of the following options.
1. Gender: ____Male

_____Female _____Other

2. Which program are you enrolled in? (ex. Psychology, Business, etc.)
__________________________
3. What level of studies are you enrolled in?
___ Undergraduate
___ Graduate
___ Other
4. What is your current Grade Point Average (GPA; ex. 75, 80, 85, etc.)?
_______%
5. What is your Ethnic Origin/Cultural Background?
___Caucasian/European
___African Canadian
___East Asian (China, Japan, Korea, Vietnam, Philippines, Cambodia)
___South Asian (Afghanistan, Bangladesh, Bhutan, Maldives, Nepal, India, Pakistan, and
Sri Lanka)
___West Asian (Armenia, Azerbaijan, Bahrain, Cyprus, Georgia, Iraq, Israel, Jordan,
Kuwait, Lebanon, Oman, Palestine, Qatar, Saudi Arabia, Syria, Turkey, United Arab
Emirates, and Yemen)
___Caribbean
___South American/Hispanic
___Indigenous
Other (Please Specify) ______________________
6. How many languages do you speak?
___1
___2
___3
___4+
7. Immigration Status:
___First-generation Immigrant (i.e., those who were born outside of Canada, and
includes those who reside in Canada by means of a permit or visa. This also includes
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those who gained Canadian citizenship through Canadian parents but were born
outside of the country)
___Second-generation Immigrant (i.e., those who were born in Canada, but have at least
one parent born outside of the country.)
___Third-generation or More Immigrant (i.e., those with both parents born in
Canada, perhaps with further generations of their family born in Canada as well.)
___Native Born resident (i.e., those whose ancestral lineage leads back to the original
inhabitants of Canada.)
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Appendix B
(Graham, 2007; Tschannen-Moran, Woolfolk-Hoy, & Hoy, 1998)
Please rate each of the statements below as to how they relate to your own beliefs. Please use
following scoring scale for each item on this page:
Does not
Correspond at all
1

Corresponds
a little
2

Corresponds
Moderately
3

4

Corresponds
a lot
5

Corresponds
exactly
6

7
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Appendix C
(Wang & Heppner, 2002)
Please answer these questions on the corresponding scale based on how true you perceive them
to be.
Not at all
expected

1

Very Strongly
expected

2

3

1. Parents expect my academic
performance to make them proud.
2. Parents expect me to have excellent
academic performance.
3. Parents expect me to study hard to
get a high-paying job in the future.
4. Parents expect me to perform better
than others academically.
5. Parents expect me to honour my
parents and family’s ancestors.
6. Parents expect me to study at a
certain university.
7. Parents expect me to pursue their
ideal careers (doctor, teacher, etc).
8. Parents expect me to share the
current financial burden of the
family.
9. Parents expect me to study their ideal
program/major.

4

5

6

1

2

3

4

1

2

3

4

5

6

1

2

3

4

5

6

1

2

3

4

5

6

1

2

3

4

5

6

1

2

3

4

5

6

1

2

3

4

5

6

1

2

3

4

5

6

1

2

3

4

5

6

5

6
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Appendix D
(Wrosch, Scheier, Miller, Schulz, & Carver, 2013)
During their lives, people cannot always attain what they want and are sometimes forced to stop
pursuing the goals they have set. We are interested in understanding how you usually react when
this happens to you. Please indicate the extent to which you agree or disagree with each of the
following statements, as it usually applies to you.
If I have to stop pursing an
important goal in my life…
1.It’s easy for me to reduce my
effort towards the goal.
2.I convince myself that I have
other meaningful goals to pursue.
3.I stay committed to the goal for
a long time; I can’t let go.
4.I start working on other new
goals.
5.I think about other new goals to
pursue.
6.I find it difficult to stop trying
to achieve the goal.
7.I seek other meaningful goals.

8.It’s easy for me to stop
thinking about the goal and let it
go.
9.I tell myself that I have a
number of other new goals to
draw upon.
10.I put effort toward other
meaningful goals.

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT

122

Appendix E
(Vallerand, Pelletier, Blais, & Brière, 1992)
Using the scale below, indicate to what extent each of the following items presently corresponds
to one of the reasons why you go to university.
Does not
Correspond at all
1

Corresponds
a little
2

3

Corresponds
Moderately
4

1. Because with only a high school
degree, I would not find a high
paying job later on.
2. Because I experience pleasure and
satisfaction from learning new
things.
3. Because I think that a university
education will help me better prepare
for the career I have chosen.
4. For the intense feelings I experience
when I am communicating my own
ideas to others.
5. Honestly, I don’t know I really feel
that I am wasting my time in school.
6. For the pleasure of experience while
surpassing myself in my studies.
7. To prove to myself that I am capable
of completing my university degree.
8. In order to obtain a more prestigious
job later on.
9. For the pleasure of experience when
I discover new things never seen
before.
10. Because eventually it will enable me
to enter the job market in a field that
I like.
11. For the pleasure that I experience
when I read interesting authors.
12. I once had good reasons for going to
university: however, now I wonder
whether I should continue.
13. For the pleasure that I experience
while I am surpassing myself in one
of my personal accomplishments.
14. Because the fact that when I succeed
in university, I feel important.

Corresponds
a lot
5

Corresponds
exactly
7

6

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7
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15. Because I want to have “the good
life” later on.
16. For the pleasure that I experience in
broadening my knowledge about
subjects which appeal to me.
17. Because this will help me make a
better choice regarding my career
orientation.
18. For the pleasure that I experience
when I feel completely absorbed by
what certain authors have written.
19. I can’t see why I go to university and
frankly, I couldn’t care less.
20. For the satisfaction I feel when I am
in the process of accomplishing
difficult academic activities.
21. To show myself that I am an
intelligent person.
22. In order to have a better salary later
on.
23. Because my studies allow me to
continue to learn about many things
that interest me.
24. Because I believe that a few
additional years of education will
improve my competence as a worker.
25. For the “high” feeling that I
experience while reading about
various interesting subjects.
26. I don’t know: I can’t understand
what I am doing in school.
27. Because university allows me to
experience a personal satisfaction in
my quest for excellence in my
studies.
28. Because I want to show myself that I
can succeed in my studies.
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1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7

1

2

3

4

5

6

7
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Appendix F
(Curtis & Trice, 2013)
Please answer the questions based on your beliefs in a true (T) or false (F) manner.
1. ___ I came to university because it was expected of me.
2. ___ I have largely determined my own career goals.
3. ___ Some people have a knack for writing, while others will never write so well no
matter how hard they try.
4. ___ There are some subjects in which I could never do well.
5. ___ I sometimes feel that there is nothing I can do to improve my situation.
6. ___ I never really feel hopeless – there is always something I can do to improve my
situation.
7. ___ I would never allow social activities to affect my studies.
8. ___ Studying every day is important.
9. ___ For some courses it is not important to go to class.
10. ___ I consider myself highly motivated to achieve success in life.
11. ___ I am a good writer.
12. ___Doing work on time is always important to me.
13. ___ I am easily distracted.
14. ___ I can be easily talked out of studying.
15. ___ I get depressed sometimes and then there is no way I can accomplish what I should
be doing.
16. ___ Things will probably go wrong for me sometime in the near future.
17. ___ I keep changing my mind about my career goals.
18. ___ I feel I will someday make a real contribution to the world if I work hard at it.
19. ___ There has been at least one instance in school where social activity impaired my
academic performance.
20. ___ I would like to graduate from university, but there are more important things in life.
21. ___ I plan well and stick to my plans.
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Appendix G
(Cueller, Arnold, & Maldonado, 1995)
(Circle a number between 1-5 next to each item that best applies.)
0 --- Not Applicable (N/A)
1 --- Not at all
2 --- Very little or not very often
3 --- Sometimes
4 --- Much or very often
5 --- Almost always
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26

I speak my first language.
I speak English
I enjoy speaking my first language
I enjoy listening to language/music in my first
language.
I socialize with Anglo-Canadians
I enjoy English language movies
I enjoy watching TV in my first language
I associate with people from my cultural/ethnic
group
I enjoy listening to English language/music
I enjoy English language TV
My family cooks food from my cultural/ethnic
group
My friends are Anglo-Canadians
I enjoy watching movies in my first language
I enjoy reading books and newspapers in my first
language
I enjoy reading books and newspapers in English
I think in English.
My father thinks of himself as belonging to his
cultural/ ethnic group of origin
My mother thinks of herself as belonging to her
cultural/ ethnic group of origin
My friends are background of origin/Canadians
I like to think of myself as an Anglo-Canadian
I like to think of myself as a background of origin Canadian
I like to think of myself as a Canadian
I like to think of myself as a Canadian
I write letters or essays in my first language
I think in my first language
I write letters or essays in English

0
0
0
0

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

0
0
0
0

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

0
0
0

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

0
0
0

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

0
0
0

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

0

1

2

3

4

5

0
0
0

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

0
0
0
0
0

1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5
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Appendix H
(Dunn & Fox Tree, 2009)

1. At what age did you first learn your first language ________
2. At what age did you first learn English ________?
3. At what age did you feel comfortable speaking this language? (If you still do not feel
comfortable, please write “not yet.”) your first language ________

4. At what age did you feel comfortable speaking English? ________
5. Which language do you predominately use at home?
your first language ________ English ________ Both ________
6. When doing math in your head (such as multiplying 243 × 5), which language do you
calculate the numbers in? ________
7. If you have a foreign accent, which language(s) is it in? ________
8. If you had to choose which language to use for the rest of your life, which language
would it be? ________
9. How many years of schooling (primary school through university) did you have in your
first language ________?
10. How many years of schooling (primary school through university) did you have in
English ________?
11. Do you feel that you have lost any fluency in a particular language? ________
If yes, which one? ________ At what age? ________
12. What country/region do you currently live in? ________
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Appendix I
(Read & Chapelle, 2001)
1. see: They <saw it>.
a closed it tightly
b waited for it
c looked at it
d started it up
2. time: They have a lot of <time>.
a money
b food
c hours
d friends
3. period: It was a difficult <period>.
a question
b time
c thing to do
d book
4. figure: Is this the right <figure>?
a answer
b place
c time
d number
5. poor: We <are poor>.
a have no money
b feel happy
c are very interested
d do not like to work hard

8. pub: They went to the <pub>.
a place where people drink and talk
b place that looks after money
c large building with many shops
d building for swimming
9. circle: Make a <circle>.
a rough picture
b space with nothing in it
c round shape
d large hole
10. dig: Our dog often <digs>.
a solves problems with things
b creates a hole in the ground
c wants to sleep
d enters the water
11. soldier: He is a <soldier>.
a person in a business
b person who studies
c person who uses metal
d person in the army
12. restore: It has been <restored>.
a said again
b given to a different person
c made like new again
d given a lower price

6. microphone: Please use the
<microphone>.
a machine for making food hot
b machine that makes sounds louder
c machine that makes things look bigger
d small telephone that can be carried around

13. pro: He's <a pro>.
a someone who is employed to find out
b important secrets a stupid person
c someone who writes for a newspaper
d someone who is paid for playing sport

7. nil: His mark for that question was
<nil>.
a very bad
b nothing
c very good
d in the middle

14. compound: They made a new
<compound>.
a agreement
b thing made of two or more parts
c group of people forming a business
d guess based on past experience
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15. deficit: The company <had a large
deficit>.
a spent a lot more money than it earned
b went down a lot in value
c had a plan for its spending that used a lot
of money
d had a lot of money stored in the bank
16. strap: He broke the <strap>.
a promise
b top cover
c shallow dish for food
d strip of strong material
17. weep: He <wept>.
a finished his course
b cried
c died
d worried
18. haunt: The house is <haunted>.
a full of decorations
b rented
c empty
d full of ghosts

128

a oily fruit
b scented flowers
c men's swimming clothes
d tools for digging
23. shudder: The boy <shuddered>.
a spoke with a low voice
b almost fell
c shook
d called out loudly
24. threshold: They raised the
<threshold>.
a flag
b point or line where something changes
c roof inside a building
d cost of borrowing money
25. demography: This book is about
<demography>.
a the study of patterns of land use
b the study of the use of pictures to show
facts about numbers
c the study of the movement of water
d the study of population

19. cube: I need one more <cube>.
a sharp thing used for joining things
b solid square block
c tall cup with no saucer
d piece of stiff paper folded in half

26. malign: His <malign> influence is still
felt.
a good
b evil
c very important
d secret

20. butler: They have a <butler>.
a man servant
b machine for cutting up trees
c private teacher
d cool dark room under the house

27. strangle: He <strangled her>.
a killed her by pressing her throat
b gave her all the things she wanted
c took her away by force
d admired her greatly

21. nun: We saw a <nun>.
a long thin creature that lives in the earth
b terrible accident
c woman following a strict religious life
d unexplained bright light in the sky

28. dinosaur: The children were
pretending to be <dinosaurs>.
a robbers who work at sea
b very small creatures with human form but
with wings
c large creatures with wings that breathe fire

22. olive: We bought <olives>.
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d animals that lived an extremely long time
ago
29. jug: He was holding <a jug>.
a a container for pouring liquids
b an informal discussion
c a soft cap
d a weapon that blows up
30. crab: Do you like <crabs>?
a very thin small cakes
b tight, hard collars
c sea creatures that always walk to one side
d large black insects that sing at night
31. quilt: They made a <quilt>.
a statement about who should get their
property when they die
b firm agreement
c thick warm cover for a bed
d feather pen
32. tummy: Look at my <tummy>.
a fabric to cover the head
b stomach
c small soft animal
d finger used for gripping
33. eclipse: <There was an eclipse>.
a A strong wind blew all day
b I heard something hit the water
c A large number of people were killed
d the sun was hidden by the moon
34. excrete: This was <excreted> recently.
a pushed or sent out
b made clear
c discovered by a science experiment
d put on a list of illegal things
35. ubiquitous: Many unwanted plants
<are ubiquitous>.
a are difficult to get rid of
b have long, strong roots
c are found everywhere
d die away in the winter
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36. marrow: This is <the marrow>.
a symbol that brings good luck to a team
b soft centre of a bone
c control for guiding a plane
d increase in salary
37. cabaret: We saw the <cabaret>.
a painting covering a whole wall
b song and dance performance
c small crawling creature
d person who is half fish, half woman
38. cavalier: He treated her <in a cavalier
manner>.
a without care
b with good manners
c awkwardly
d as a brother would
39. veer: The car <veered>.
a moved shakily
b changed course
c made a very loud noise
d slid without the wheels turning
40. yoghurt: This <yoghurt> is disgusting.
a dark grey mud found at the bottom of
rivers
b unhealthy, open sore
c thick, soured milk, often with sugar and
flavouring
d large purple fruit with soft flesh
41. octopus: They saw <an octopus>.
a a large bird that hunts at night
b a ship that can go under water
c a machine that flies by means of turning
blades
d a sea creature with eight legs
42. monologue: Now he has a
<monologue>.
a single piece of glass to hold over his eye to
help him to see
b long turn at talking without being
interrupted
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c position with all the power
d picture made by joining letters together in
interesting ways
43. candid: Please <be candid>.
a be careful
b show sympathy
c show fairness to both sides
d say what you really think
44. nozzle: Aim the <nozzle> toward it.
a space that light passes through in a camera
b dry patch of skin
c pipe attachment that forces water
d sharp part of a fork
45. psychosis: He has <a psychosis>.
a an inability to move
b an oddly coloured patch of skin
c a body organ that processes sugar
d a mental illness
46. ruck: He got hurt in the <ruck>.
a region between the stomach and the top of
the leg
b noisy street fight
c group of players gathered round the ball in
some ball games
d race across a field of snow
47. rouble: He had a lot of <roubles>.
a very valuable red stones
b distant members of his family
c Russian money
d moral or other difficulties in the mind
48. canonical: These are <canonical
examples>.
a examples which break the usual rules
b examples taken from a religious book
c regular and widely accepted examples
d examples discovered very recently
49. puree: This <puree> is bright green.
a fruit or vegetables in liquid form
b dress worn by women in India
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c skin of a fruit
d very thin material for evening dresses
50. vial: Put it in a <vial>.
a device which stores electricity
b country residence
c dramatic scene
d small glass bottle
51. counterclaim: They made <a
counterclaim>.
a a demand response made by one side in a
law case
b a request for a shop to take back things
with faults
c an agreement between two companies to
exchange work
d a decorative cover for a bed, which is
always on top
52. refectory: We met in the <refectory>.
a room for eating
b office where legal papers can be signed
c room for several people to sleep in
d room with glass walls for growing plants
53. trill: He practised the <trill>.
a repeated high musical sound
b type of stringed instrument
c way of throwing the ball
d dance step of turning round very fast on
the toes
54. talon: Just look at those <talons>!
a high points of mountains
b sharp hooks on the feet of a hunting bird
c heavy metal coats to protect against
weapons
d people who make fools of themselves
without realizing it
55. plankton: We saw a lot of <plankton>
here.
a poisonous plants that spread very quickly
b very small plants or animals found in
water

BICULTURAL IDENTITY AND ACADEMIC ACHIEVEMENT
c trees producing hard wood
d grey soil that often causes land to slip
56. soliloquy: That was an excellent
<soliloquy>!
a song for six people
b short clever saying with a deep meaning
c entertainment using lights and music
d speech in the theatre by a character who is
alone
57. puma: They saw a <puma>.
a small house made of mud bricks
b tree from hot, dry countries
c large wild cat
d very strong wind that lifts anything in its
path
58. augur: It <augured well>.
a promised good things for the future
b agreed with what was expected
c had a colour that looked good with
something else
d rang with a clear, beautiful sound
59. emir: We saw the <emir>.
a bird with two long curved tail feathers
b woman who cares for other people's
children in eastern countries
c Middle Eastern chief with power in his
own land
d house made from blocks of ice
60. didactic: The story <is very didactic>.
a tries hard to teach something
b is very difficult to believe
c deals with exciting actions
d is written with unclear meaning
61. cranny: Look what we found in the
<cranny>!
a sale of unwanted objects
b narrow opening
c space for storing things under the roof of a
house
d large wooden box
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62. lectern: He stood at the <lectern>.
a desk made to hold a book at a good height
for reading
b table or block used for church ceremonies
c place where you buy drinks
d very edge
63. azalea: This <azalea> is very pretty.
a small tree with many flowers growing in
groups
b light natural fabric
c long piece of material worn in India
d sea shell shaped like a fan
64. marsupial: It is <a marsupial>.
a an animal with hard feet
b a plant that takes several years to grow
c a plant with flowers that turn to face the
sun
d an animal with a pocket for babies
65. bawdy: It was very <bawdy>.
a unpredictable
b innocent
c rushed
d indecent
66. crowbar: He used a <crowbar>.
a heavy iron pole with a curved end
b false name
c sharp tool for making holes in leather
d light metal walking stick
67. spangled: Her dress was <spangled>.
a torn into thin strips
b covered with small bright decorations
c made with lots of folds of fabric
d ruined by touching something very hot
68. aver: She <averred> that it was the
truth.
a refused to agree
b declared
c believed
d warned
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69. retro: It had <a retro look>.
a a very fashionable look
b the look of a piece of modern art
c the look of something which has been used
a lot before
d the look of something from an earlier time
70. rascal: She is such <a rascal>
sometimes.
a an unbeliever
b a dedicated student
c a hard worker
d a bad girl
71. tweezers: They used <tweezers>.
a small pieces of metal for holding papers
together
b small pieces of string for closing wounds
c a tool with two blades for picking up or
holding small objects
d strong tool for cutting plants
72. bidet: They have a <bidet>.
a low basin for washing the body after using
the toilet
b large fierce brown dog
c small private swimming pool
d man to help in the house
73. sloop: Whose <sloop> is that?
a warm hat
b light sailing boat
c left over food
d untidy work
74. swingeing: They got <swingeing
fines>.
a very large fines
b very small fines
c fines paid in small amounts at a time
d fines that vary depending on income
75. cenotaph: We met at the <cenotaph>.
a large and important church
b public square in the centre of a town
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c memorial for people buried somewhere
else
d underground train station
76. denouement: I was disappointed with
the <denouement>
a ending of a story which solves the mystery
b amount of money paid for a piece of work
c small place to live which is part of a bigger
building
d official report of the results of a political
meeting
77. bittern: She saw a <bittern>.
a large bottle for storing liquid
b small green grass snake
c false picture caused by hot air
d water bird with long legs and a very loud
call
78. reconnoitre: They have gone to
<reconnoitre>.
a think again
b make an examination of a new place
c have a good time to mark a happy event
d complain formally
79. magnanimity: We will never forget
her <magnanimity>.
a very offensive and unfriendly manners
b courage in times of trouble
c generosity
d completely sincere words
80. effete: He has become <effete>.
a weak and soft
b too fond of strong drink
c unable to leave his bed
d extremely easy to annoy
81. rollick: They were <rollicking>.
a driving very fast
b staying away from school without being
permitted to
c having fun in a noisy and spirited way
d sliding on snow using round boards
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d board on which a dead body is carried
82. gobbet: The cat left a <gobbet>
behind.
a strip of torn material
b footprint
c piece of solid waste from the body
d lump of food returned from the stomach
83. rigmarole: I hate the <rigmarole>.
a very fast and difficult dance for eight
people
b funny character in the theatre
c form which must be completed each year
for tax purposes
d long, pointless and complicated set of
actions
84. alimony: The article was about
<alimony>.
a feelings of bitterness and annoyance,
expressed sharply
b money for the care of children, paid
regularly after a divorce
c giving praise for excellent ideas
d a metal which breaks easily and is bluish
white
85. roughshod: He <rode roughshod>.
a travelled without good preparation
b made lots of mistakes
c did not consider other people's feelings
d did not care about his own comfort
86. copra: They supply <copra>.
a a highly poisonous substance used to kill
unwanted plants
b the dried meat from a large nut used to
make oil
c an illegal substance which makes people
feel good for a short time
d strong rope used on sailing ships
87. bier: She lay on the <bier>.
a folding garden chair
b grass next to a river
c place where boats can be tied up

88. torpid: He was <in a torpid state>.
a undecided
b filled with very strong feelings
c confused and anxious
d slow and sleepy
89. dachshund: She loves her
<dachshund>.
a warm fur hat
b thick floor rug with special patterns
c small dog with short legs and a long back
d old musical instrument with twelve strings
90. cadenza: What did you think of the
<cadenza>?
a cake topped with cream and fruit
b large box hanging from a wire that carries
people up a mountain
c slow formal dance from Italy
d passage in a piece of music that shows the
player’s great skill
91. obtrude: These thoughts <obtruded
themselves>.
a got themselves lost or forgotten
b did not agree with each other
c got mixed up with each other
d pushed themselves forward in the mind
92. panzer: They saw the <panzers>
getting nearer.
a players in a marching band
b fighter planes
c large, slow windowless army cars
d policewomen
93. cyborg: She read about <a cyborg>.
a an integrated human-machine system
b a musical instrument with forty strings
c a small, newly invented object
d a warm wind in winter
94. zygote: It is <a zygote>.
a an early phase of sexual reproduction
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b a lot of bother over nothing
c a small animal found in southern Africa
d a gun used to launch rockets
95. sylvan: The painting had a <sylvan>
theme.
a lost love
b wandering
c forest
d casual folk
96. sagacious: She had many ideas that
were <sagacious>.
a instinctively clever
b ridiculous and wild
c about abusing people and being abused
d rebellious and dividing
97. spatiotemporal: My theory is
<spatiotemporal>.
a focussed on small details
b annoying to people
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c objectionably modern
d oriented to time and space
98. casuist: Don’t <play the casuist> with
me!
a focus only on self-pleasure
b act like a tough guy
c make judgments about my conduct of duty
d be stupid
99. cyberpunk: I like <cyberpunk>.
a medicine that does not use drugs
b one variety of science fiction
c the art and science of eating
d a society ruled by technical experts
100. pussyfoot: Let’s not <pussyfoot
around>.
a criticize unreasonably
b take care to avoid confrontation
c attack indirectly
d suddenly start
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Appendix J
“I am going to begin audio recording now.”
1. How would you define academic achievement or success?
2. According to your description, would you agree or disagree that your academic
performance is up to your achievement standards?
3. What input/advice have you received regarding your path/field into post-secondary
education?
4. How did you choose your field of study and why did you choose it?
5. How have your parents been an influence in your academic career?
6. How would your parents define success?
7. Do you feel that there are expectations of you to achieve well in school? Who is
expecting this of you? If not, what would make you feel this way?
8. How would you consider your work ethic?
9. What are some motivators that you have that affect your academics?
10. Do you believe that you have the ability to control your results? Why or why not?
11. Is there any part of your culture that speaks on achievement? What in your culture would
define achievement, and how would your culture figure you get there?
“I am turning off the audio recorder now. Do you have any questions for me off the record?”

